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Author's Preface 


During the last few years, there has been an increasing number of books 
Produced on the philosophy of education. Many of these are the work of 
experts in this particular field, and are admirably suited to those students 
who have some knowledge of general philosophy, or who have no such 
knowledge but do possess a mind which takes easily to philosophy. 

i Unfortunately, many students in Colleges of Education do not fall into 
either of these categories. For them, the ađmirable books are rather for- 
bidding, and convince the reader that ‘philosophy is not for him’. 

_ This book has been planned and written for just this type of student. It 
aims to show that to find philosophy difficult in such circumstances is 
neither extraordinary nor a sign that the average student cannot learn to 
Study philosophy successfully. 

The book starts from scratch. It attempts to answer simply the two 
major questions: *What is philosophy? and ‘What is philosophy of educa- 
tion? From this simple start, we proceed slowly to discover the areas 
Which philosophy examines, all the while explaining and illustrating basic 
terms. It is ignorance of these which, in many cases, acts as à barrier 
between the student and a successful study of philosophy. 

Gradually, the reader is introduced to the techniques of linguistic 
analysis and concept analysis in such a way as to show that these two 
techniques are not as difficult as their names suggest. To the inexperienced, 
all such names are terrifying. Closer acquaintance will remove any such 
fears. 

Not all readers will have the same educational background and expe- 
rience, so that references throughout the book which are familiar to some 
may be totally new to others. To ensure that the latter will not be at a dis- 
advantage, copious notes are provided at the end of each chapter explaining 
references to the classical world, medieval universities, literary works, etc. 
Any terms introduced from other educational disciplines, e.g. psychology 
and sociology, are similarly explained. ] i : : 

We ask only that the reader be willing to exercise patience, especially in 
the early stages of the book, and that he be prepared to go slowly and, if 
necessary, to retrace his Steps in places. To provide further assistance, and 
to stress that all concepts Within education are closely interrelated, frequent 
Cross-references are provided. These prepare the way for related ideas yet 
to be dealt with and, in the later stages, serve as reminders of ideas pre- 


viously examined. 


xvi | Author's Preface 


It is our firm conviction that philosophy is not the province of the 
privileged few. Those who are prepared to tackle it slowly and confidently 
will, we feel, be pleasantly surprised at the progress which they make. 


H.S. 
Liverpool 


Chapter 1 


The Meaning and Function of 
Philosophy and Educational Philosophy 


The word ‘philosophy’ frequently causes a feeling of apprehension in the 
average man and even in the average student. Both believe that it deals 
with mysterious matters far removed frora everyday life and that it traffics 
in ideas which only the brilliant few are capable of understanding. Such 
apprehension causes the average man (and the average student) to close 
his mind firmly against philosophy. 


THE ORIGIN OF THE WORD ‘PHILOSOPHY’ AND A DEFINITION 


The word ‘philosophy’ comes from the Ancient Greek noun grrocogia 
(philosophia) which literally means ‘love of wisdom’. The word ‘wisdom’ 
is somewhat old-fashioned nowadays and the expression ‘love of wisdom’ 
causes little less apprehension than the word ‘philosophy’ itself. It suggests 
abstract and even other-worldly ideas and that strange area of philosophical 
investigation — metaphysics. The word ‘metaphysics’ comes from the Greek 
expression ‘ta meta physica’ — ‘things beyond the physical realm’ — and 
again we feel mysterious associations which suggest that philosophy is 
beyond us. 

Moreover, if we turn to the w 
most lucid exponents of philosophy, 
‘philosophy’, we are more certain than ever t 
culty were well founded. Russell (1) writes: 


ritings of Bertrand Russell, one of the 
and read his definition of the word 
hat our fears about its diffi- 


he word, is something inter- 


‘“Philosophy”, as I shall try to understand t 
it consists of 


mediate between theology and science. Like theology, 
speculations on matters as to which definite knowledge has, so far, been 
unascertainable; but like science, it appeals to human reason rather than 
to authority, whether that of tradition or that of revelation. All DEFI- 
NITE knowledge, so I should contend, belongs to science; all DOGMA as 
to what surpasses definite knowledge belongs to theology. But between 
theology and science there is d no-man’s-land exposed to attack by both 


sides; this no-man’s-land is philosophy.” 


We shall have need to refer on many occ 
the terms ‘speculation’, ‘reason’ and ‘types o: 


asions throughout this book to 
f knowledge’, but our overall 
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impression of the quotation is that it offers little comfort and merely iae 
us that philosophy deals with vague matters, which is what we suspecte 
before turning to Russell for help and comfort. 

Furthermore, Scheffler (2) suggests that it is not only the average man 
who shies away from philosophy and believes that it offers little help to 
him. Scheffler says that in the past and still to some extent in the present 
professional philosophers and professional educators come together as 
‘relative strangers in an academic landscape'. The professional educator 
cannot see how the general philosopher, who can give no definite answers 
even to general problems in the Same way that science can give definite 
answers, can throw light on educational problems. The sole purpose of 
this book is to show that Philosophy can help not only professional educa- 
tors, but also Practising teachers, however experienced or inexperienced 
they may be in their chosen profession. It is never too early or too late to 
enlist the help of Philosophy. 

In the first place, nothing is ever achieved in life by running away from 
problems and situations which overawe us. The child who states emphatic- 
ally that he hates cabbage without ever having tasted it, denies himself the 


t. In addition, every time cabbage 
S a tense atmosphere caused by the 
bage because it is good for him, and 
» flatly denying that he will eat cabbage. 


Similarly, hiatrists are often there for no other 
reason than that the il to face up to problems and con- 
Sequently become afraid of all probl: 


Quoted, he says that the term ‘phil 


been used ‘in a number of ways’. Im 
‘no-man’s-land’ idea may not be i 

: the onl : thermore, he 
writes that the term may be used j x; DT E 
two ideas tempt us to think that possi 
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1 Assuming that it can, and because we have already seen that philo- 
phy concerns itself with speculation, we will define philosophy as *the 
process of asking questions' and see where this definition leads us. 


THE PROCESS OF ASKING QUESTIONS 


We have now come from a very complex definition to a very simple one, 
andit is possible that we have oversimplified matters in the transition. We 
san think of some questions that merely arouse the original fear in our 
minds, such as the one asked elsewhere by Russell. He says that a philoso- 
phical question may be ‘Is there a china tea-pot between earth and Mars 
revolving in elliptical orbit?' 

Again, the thought occurs to us that many people besides philosophers 
ask questions, and we wonder if all philosophical questions must be like 
the example which Russell gives to us. It will help at this point if we return 
to our original definition (by translation) of ‘philosophy’ as ‘love of wis- 
dom’. Since we are attempting to simplify matters, let us substitute the 
more everyday word ‘knowledge’ for ‘wisdom’. A moment’s thought tells 
us that, young as we are, we have acquired a tremendous store of know- 
ledge (or wisdom), that the process began in infancy and largely consisted 
of asking questions. We did not approach philosophers for the answers, 
but, by asking questions of our parents, teachers, friends, we obtained 
knowledge. Nor was the knowledge which we acquired in this way, i.e. by 
asking questions, ‘metaphysical’ or unrelated to daily life. But there were 
times when we asked difficult questions, such as «Where was I before I was 
born? or ‘How was I born?', which caused the people we asked no small 
difficulty. Without being taught to ask questions, we formed of our own 
accord a connection between wanting to know and asking questions. It is a 
simple matter now to suggest that the philosopher, wanting to know the 
answers to certain problems, asks à certain type of question. 

Our apparently naive and over-simplified definition of philosophy as 
*the process of asking questions' has a famous precedent. No less a person 
than Plato's teacher Socrates used the question and answer technique, 
which came to be known as the Socratic method, in his search for true 
knowledge. The questions which he asked and the answers he received, 
and the conclusions which he came to, are recorded in the philosophical 
dialogues of Plato. 

Moreover, Socrates asked questions in order to clarify people's ideas, 
to ‘rid their minds of error’, as he called it. He believed that too many 
people accepted ideas at secondhand without ever questioning them. Once 
they had acquired them, they applied them automatically, without any 
real understanding of them, and in some cases gained an unjustified reputa- 
tion for wisdom. Socrates, on the other hand, said that he himself was the 
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alus (4): ‘But has your ae 
Cquired?' There is certai 


itness 
> Decause they make the qe 
Who can answer only ‘Yes? or « ", condemn himself out of his 


: hich 
Prosecutor *Jeaq» him to the answer w 
his case, 


i e 
© person asking ee 
P an open mind throughout his investigation an 
the questions he asks 


when he Says that he becomes Most 


angry in hi 
other People the assumptions, Preju 
himself has, 


dices, and 


Questions which make "illegitimate assumptions', 
Which ‘beg the Question’, are the Most frequent Sources of error in the 
history of phi Sophy. This Is a fur i 


O Warns 
When we ask 
Uestions wh 
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ie. because in their daily routine they frequently use a loaded question 
9 make a pupil give them the correct answer, as an alternative to providing 
Pip We the information. When the matter is of fact, the method is 
oe because facts are certain. But, philosophy often asks questions 
eo Fi of beliefs, and loaded questions here are illegitimate. We may 
i en we begin to ask questions about educational problems that we 

pose false doctrines and destroy them. If this is done, it must be as the 
result of asking fair questions. 

In order to chart the no man's land which Russell said was philosophy, 
we must determine not only what sort of questions the philosopher is 
entitled to ask, but also the areas in which he can legitimately ask them. 
We hinted at this when we said that not only philosophers ask questions. 
In other words, not all questions are philosophical questions. 


THEORETICAL AND EMPIRICAL QUESTIONS 


Some questions can be answered in the laboratory, while others cannot. 
The former are empirical questions, and Russell, in his definition, suggested 
that this sort of question belongs to science; the area of definite knowledge. 
The other type of question was described by Russell as speculative. We 
also refer to these as theoretical questions and again we use a Greek word 
which was used in a philosophical context by Aristotle (8). The Greek 
noun Gewpia (theoria), as used by Aristotle, referred to a state of con- 
templation or speculation. This theoretical state was the supreme state of 
happiness, and one cannot measure happiness in the laboratory. Similarly, 
Plato’s Guardians (9) ‘contemplated the good’ (rather similar to studying 
philosophy). Again, one cannot measure the good in the laboratory. 
Speculative or theoretical or contemplative questions, then, are not 
scientific, since they cannot produce in the laboratory answers on which 
certain knowledge or definite knowledge is based. These questions may 
belong to the realm of theology, as Russell indicates, but they may equally 
belong to philosophy. This point will become clearer in a moment. Specula- 
tive or theoretical or contemplative questions require us to ‘sit down and 
think’, in order to obtain an answer. 
The word ‘empirical’ is derived from t 


‘experience’. Thus, empirical questions ca. 
experience. We can test the rightness or the wrongness of the answer. To 


answer empirical questions, we must ‘get up and do’. We can illustrate 
these two types of questions by very simple examples. 

Let us assume that I am sitting on the beach and somebody asks me, 
‘Is the sea warm today? If I have already been in for a swim, I can give 
him a certain answer based directly on my own first-hand experience. If he 
sees that I am wearing swimming trunks and that my skin is still wet, he 


he Greek noun empeiria, meaning 
n be answered by our own direct 
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can assume that the experience on which I base my answer is recent 
experience and therefore reliable, If the same person asks me the same 
question when I have not been in for a swim, it is probable that my answer 
would be, ‘I’m Sorry. I cannot tell you, because I have not been in. 
However, let us assume that I am undecided whether to go in the water 
Or not, because I am not certain that it will be warm enough for my E 
I then pose the question ‘Is the Sea warm today?’ to myself. It is Lien 
to arrive at a theoretical answer. I can summon all the evidence which 
know is relevant, such as what time of year it is, what time of day it is, 
whether the sun is out or not, and how long it has been out. All these 
pieces of evidence help me 
of the sea. But there is stil 


facts wrong about the temperature of the sea at certain times of the year 


te the sea? I have now asked 


self t on the beach. I can answer the first one, 
which is a very ordinary, everyday sort of question, either by speculation 


(sitting and thinking), or empirically (getting up and doing). In the case 


€comes clear why Russell assigns all 
ci 
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Sii at this point that we were justified in our apprehensions about 
philosophy when we thought that it dealt with mysterious matters far 
removed from everyday life. Even after we have defined it as *the process 
of asking questions’, it seems that we come back to the same sphere of 
metaphysics, of intangibles (things which we cannot touch or understand 
by sense impression), of abstract ideas. Moreover, it seems that the ques- 
tions which philosophy asks are not very different from those asked by 
theology. ‘Theos’ is the Greek word meaning ‘Gog’. Consequently when I 
asked the question, ‘Is there a God?’, I can be said to be asking a theo- 
logical question. When I ask, ‘Where did the sea come from?’ I am asking 
a philosophical question. The answer may be that God created the sea, 
but my original question was not about the existence of God, the essence 
or attributes of God, or anything to do with religious problems. 

To return to our three areas in which questions are asked, theology, 
science and philosophy, it is often said that science gives definite and pre- 
cise answers to questions, whereas theology and philosophy do not. We 
can see now that this is inevitable. Science gives different types of answers 
from theology and philosophy only because it asks basically different 
questions. The questions of science are empirical, those of theology and 
philosophy are speculative. If theology and philosophy ceased to ask 
speculative questions and began to ask empirical ones, they would cease 
to be theology and philosophy. Similarly, if science abandoned its method 
of asking questions and adopted the method of theology and philosophy, 
it would cease to be science. This is not a condemnation of philosophy and 
theology but an appreciation that they are not the same as science. 

We have now shown briefly that philosophy asks its questions outside 
the realm of theology as well as outside the realm of science. But it is not 
necessary to regard this area strictly as a ‘no man’s land’. The term ‘no 
man’s land’ implies a waste land in which no one is interested and in 
which no one holds territorial rights. But philosophy has more right to a 
place in areas where questions are asked than any other field of inquiry. 


THE ANCIENT AND MODERN TASKS OF PHILOSOPHY 


If we go back to the days before Plato, when the Ionian philosophers (10) 
asked their questions we find that originally all questions were philo- 
sophical. The Ionians asked about the nature of the universe and where 
it came from, about the existence of a god and what he did, about the 
origin of man and what was the relationship between this tiny speck, man, 
and the immense universe. Thus the philosopher asked questions in those 
early days which later became the property of different fields of knowledge 
and inquiry. As man’s knowledge developed, certain people specialized in 
one sphere of investigation, while others specialized in another. After the 
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" arcation 
rise of modern science in the seventeenth century, the lines of m 
Dewween aveas of investigation became more obvious and MoE duoi 
The development of instruments for measuring made for a very T cori 
iti Che methods of giving precise answers to questions; there was 
parable development in the realms of philosophy and theology. owhéie 
‘The Greeks were very fond of ‘creation myths’, especially the s vd 
Mother Earth produced races of gigantic offspring. If we make ie all 
creation myth at this point, it will help us to understand not only 


ilosophy 
the other disciplines developed from Philosophy, but also how philosop 
functions, 


At different times, philoso 


‘theology’, 
‘children of Philosophy’ gath 


phy brought forth offspring. These ei 
‘history’, ‘mathematics’, and each of t x 
ered a store of knowledge of his own. ag 
Store of knowledge was great, Philosophy called coe 
children to her a. ow her what knowledge they ó 
i an her children, she was able a 
wledge each provided. She herse 


The Meaning and Function of Philosophy | 9 


figures’, which give greater accuracy to his findings. The raw data of 
common sense is in the same category as the raw score marks. Tradition, 
too, is imprecise, because it may be an untidy collection of data in no 
really coherent form. Philosophy sifts and refines this, simply by processing 
the facts of history and science, which themselves examine tradition. 

Out of the synoptic role of philosophy, where the data from different 
areas is set side by side, develops the critical role, which is concerned with 
the derivation of meaning from the data. If philosophy were merely to 
arrange the material, so that all the variables could be seen together, it 
would be like the psychologist who prepares his data for the statistical 
process he has chosen, but never completes the process, never obtains 
results. 

The combination of the synoptic and critical approaches of philosophy 
leads logically to the ‘normative role’. A ‘norm’ is a standard or goal, and 
philosophy, especially when it is applied to educational problems, is 
frequently concerned with establishing standards and formulating goals. 
As a result of its present survey of the past, it sees where the past is useful 
and where it can be approved and where it needs to be improved. From 
there, it looks to the future and helps to establish guide lines, norms, aims, 
standards. 

We are now in a position to pause and see where our definition of philo- 
sophy as a ‘process of asking questions’ has led us. We have, at the same 
time, given some answer to our second question, namely, ‘In what area 
does philosophy operate and what type of questions does it ask?’ First, it 
asks questions which are outside the narrower scope of the similar process, 
theology. It also asks those speculative questions to which there is no 
empirical answer, and which are, therefore, not strictly within the realm of 
science. It may use the findings of both theology and science to help arrive 
at the final answer to a question, but it will not give as that final answer 
either a scientific or a theological answer. 

Nor will this answer, when finally given, necessarily be a simple answer 
such as those produced by science. The application of the philosophical 
method is not like the application of a formula which always provides a 
precise solution. At worst, philosophy, after conducting its investigation, 
will produce an awareness of all the aspects of the problem, and provide 
those using the method with all possible clarity with the common theory 
underlying a variety of practices, with a rationally-based, coordinated 
structure. Where science refuses to accept authorities and their pronounce- 
ments at face value and tests them by experiment (empirically), philosophy, 
likewise, refuses to accept without analysis what authorities say. Instead of 
the experiment of the scientist, the philosopher uses reason. — 

Wilson (12) reminds us of the difficulty of the word ‘certainty’, which is 
closely associated with the demand for a simple, ready answer, when he 
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says that there are very few things which teachers can regard as one 
hundred per cent certain. If we confined our teaching to those things 
which are one hundred per cent certain, we would be unemployed most of 
the time. If there is doubt about the certainty of ‘facts’, there is even more 
doubt about the certainty of beliefs. We shall see, in a later chapter, 
that this is a problem inherent in teaching religion. Instead of refusing 
to teach beliefs and ‘facts’ which cannot be proved absolutely, Wilson 
advocates that we teach them ‘rationally’, that is, by producing ‘generally 
acceptable evidence’ in support of th ? i 


ment so that they supported his hy 
consciously, we do exactly this. We st 
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It is even probable that the so-called complete neutral would produce an 
answer biased (even if only slightly) in one direction or the other. 

Wilson warns us of the danger of asking such questions as ‘What is 
education? Some people may take the question as a request for a definition 
of education, and we shall deal with this problem in Chapter 2. Others 
might think, as Thrasymachus thought when asked by Socrates *What is 
justice?', that a sociological answer was required. Others might merely see 
the question as a chance to air some personal (subjective) opinion, possibly 
in a very dogmatic way. Using philosophical investigation, we shall find 
that dogmatism is often produced as a substitute for evidence and reason. 
Moreover, if we remember what we said earlier about loaded questions, 
we could so load further questions that we could steer the person ques- 
tioned towards whichever of the three alternatives we wished to choose, 
irrespective of the first answer that he gave. This was precisely the method 
of Socrates. 


PHILOSOPHY AND PHILOSOPHIZING 


We have said a great deal so far about philosophy and about philosophers. 
We have even referred to some philosophers by name. We have seen that 
they asked questions because philosophy is ‘a process of asking particular 
questions in particular areas’. But if we say that philosophy is a process of 
asking questions, can we ‘philosophize’ without asking questions our- 
selves? Is it possible to say that we are asking philosophical questions 
when we ask, ‘What did philosopher x say on subject y?' Kant (14) would 
have given a very firm ‘No’ to this question, as we shall see later in this 
chapter Scheffler does. Kant wrote: ‘You will not learn from me philos- 
ophy, but how to philosophize; not thoughts to repeat, but how to think." 
If we ourselves ask philosophical questions in an attempt to solve philos- 
ophical problems, then we philosophize. If we ask ourselves what answers 
did thinkers of the past produce when they asked philosophical questions 
to solve philosophical problems, we do not philosophize. If we adopt the 
second alternative, we use what might be called the *historico-philosophical 

approach by asking what conclusion philosophers came to throughout 
history. We accept only that answer which appears to suit our needs. But 
if we philosophize, we have to commit ourselves, to attempt to reach a 
conclusion for ourselves. Scheffler (15) says that there is nothing new or 
revolutionary about this distinction, but that it is all too often neglected, 
especially by educational philosophers in their writings. 

Now, we are not saying that what thinkers of the past have said when 
giving answers to philosophical questions is not important, though we do 
Well to remind ourselves that Wittgenstein (about whom we shall say 
more later) claims that the total of past philosophizing has led to no 
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solution of major problems. Indeed, in later chapters we shall have reason 
to look at some of the ideas of philosophers from the past. But this will 
only be part of the process; either before or after mentioning their ideas 
we shall ask-our own questions. 

It is not presumptuous to say that, valuable as past philosophizing is, 
the answers it produces may not always be directly relevant to current 
problems. The variables may have changed, thus changing the problem, 
however slightly. Secondly, those who are training to teach must realize 
at the start that there will be many times when they have to make up their 
own minds on important educational issues which impinge on them as 
teachers. They will have to commit themselves one way or another. To 


begin one's teaching career seeking ready-made answers from the past is 
no preparation for the making of personal decisions. 


PHILOSOPHICAL ANALYSIS. THE PROBLEM OF LANGUAGE 
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behave in that foolish way’. The psychologist says ‘The idiot and the 
imbecile have low intelligence’. Yet our layman used the word ‘intelli- 
gence’ when speaking of a ‘normal’ man performing a foolish act, and 
implied that the act showed that he possessed no intelligence. Again, our 
layman says, ‘The success of the Beatles is proof that they have per- 
sonality’. The psychologist says that everyone has a ‘personality’, but that 
not all ‘personalities’ are the same. Again, these statements seem to be 
contradictory, but they are not. The lay statement does not define clearly 
the concept of ‘personality’. 

Leibniz felt that the solution to this sort of problem could be achieved 
only by developing a ‘universal symbolism’, which he called Characteristica 
Universalis. The idea was not unlike the idea of developing Esperanto as a 
world language. But for Leibniz, this universal symbolism was mathe- 
matical in nature. Once established, it would ensure that philosophical 
problems could be solved exactly like mathematical problems. If there 
were ever a dispute between two philosophers, they would behave exactly 
like two accountants and say, ‘To resolve our difficulty let us sit down 
and calculate’. 

The apparent failure of philosophy to reach conclusive answers to 
essential problems led twentieth-century philosophers to seek a fresh 
approach. Both Warnock and Wittgenstein wanted to bring words back 
from their metaphysical use to their everyday use. Again, we see the 
common-sense beginnings of philosophical analysis. Warnock wished to 
take a concept and the problems which surround it, and worry away at it 
until a solution was reached. Moore, too, advocated a return to the every- 
day, common-sense use of language as the first step to clearing away the 
fog created by philosophy in the past. 

Thus all three philosophers show an awareness that the long history of 
philosophy has not apparently brought us any nearer to solving vital 
problems, and that part of the blame may rest with a failure to use langu- 
age effectively to communicate philosophical ideas and findings. Colin 
Wilson (17) has written that we use words in an attempt to ‘digest’ our 
experiences, and that at times we suffer from indigestion. At such times 
analytical philosophy is taken as a kind of ‘Alka-Seltzer’! k 

Later in his career, Wittgenstein said that the misunderstanding arose 
not from any fault of language itself, but because people tended to think 
that there was only one set of language rules. This is as wrong as to think 
that there is only one set of rules covering all forms of sport. Just as there 
are separate rules for the games of cricket and golf, so there are different 
sets of rules for the language used in everyday life and language used as a 
means of communicating philosophical ideas. ' ) 

Emmet (18) warns against what he calls *the bewitchment of language". 
In particular, we must realize that words can be used ‘rationally’ and they 
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can be used ‘emotively’. If we think back a little way in this present chapter, 
we will remember that we said that we could get three different answers to 
the question ‘Is Russia more aggressive than the United States? The 
reason for this is that anyone except a complete neutral would be 'emotion- 
ally involved’*on one side or the other. Emotive language and subjectivity 
Eo together; rational language and objectivity go together. Rational 
language is impartial; emotive language always reveals bias and pre- 
conceived ideas. 

Because this book is so closely connected with partieular uses of langu- 
age.and ways of examining language, it is worth while to pause for a 
moment and to consider how easily misunderstanding can arise when 
Words are used to describe events which we have not experienced. 

We often show a few-months-old baby an object of a particular colour 
and shape and at the same time say, "Teddy'. We pair the toy and the word, 
as Pavlov paired the bell and the meat and as the child whom we described 
as 'disliking cabbage', paired ‘cabbage’ and *parental displeasure.' Eventu- 
ally the sight of the toy is sufficient to make the child say the word ‘Teddy’. 
He first uses the word while he is looking at the toy. 

Later, however, he ‘develops a concept’ (or idea) of ‘Teddy’. Then he 
is able to say the word ‘Teddy’ without the toy being there for him to see. 
Later still, his vocabulary increases and enables him to talk about ‘actions’ 
outside the house, as, for example, ‘Daddy gone work’. Because at à 


was ‘a piece of wood used 
abstract use of the word, w. 
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difficulty occurs. The Latin word ‘/udus’, he is told, means a ‘school’. But 
the Roman school was not exactly like the school in which he is learning 
Latin. When he learns French, he has to appreciate that the same ‘speech- 
pattern’ is not always used in French and English to express the same idea. 
Thus ‘He must be good’, in English, is not expressed in French as ‘II doit 
être bon’, but as ‘Il est nécessaire qu'il soit sage’. 

It is not necessary to go outside the English language to produce mis- 
understandings of words and expressions. Bernstein (19) has produced a 
theory which is precisely relevant to our present problem of misunder- 
standings arising from the use of language in philosophy. Bernstein argues 
that there are two languages in English, ‘public language’ and ‘formal 
language’. Public language is a basic method of communicating. It is the 
language used by Alf Garnet in the famous television programme "Til 
death us do part'. The characteristics of the public language are limited 
vocabulary, short, simple sentences with little use of subordinate clauses, 
rigid structure which allows no sensitivity, the use of dogmatism and a 
raised voice in place of reason to win an argument. The content, too, is 
limited to those things which the speaker experiences at first hand, such as 
last Saturday's football match or the winner of the three-thirty. It includes 
such ungrammatical expressions as 'Me and 'im is goin", and ‘We was sat 
down minding us own business’. : i 

Formal speech is what used to be known as the ‘King’s English’. It is 
the speech which is accepted as grammatically correct. It is as flexible as 
public speech is rigid, as complex as public speech is simple, as rational 
and sensitive as public speech is irrational and insensitive. Moreover, for 
our purpose here it is the language of communication in formal education. 

Now, a child entering school, after hearing nothing but public language 
for five years, is suddenly subjected daily to formal language. He is com- 
pletely bewildered by it. It does not mean anything to him. How can he 
‘give reasons’ for what he says, when for five years his experience has been 
limited to people avoiding giving reasons for what they say, and winning 
arguments by the use of verbal and even physical violence, because they 
know no other way and because the language they use admits of no other 
way? : 

In exactly the same way, the layman and the philosopher employ two 
different languages. The same vocabulary may be used but not to convey 
the same ideas. We have already seen that this happens when the psy- 
chologist and the layman use the words ‘intelligence’ and ‘personality’. 
Different sets of rules apply. m 

Emmet argues that coit of this, Spencer (20) was wrong to insist 
that every word has an ‘essential meaning’. If this were true, we would 
determine the meaning of a word by examining it in a number of sentences 
and seeing what factor was common to its use in all the sentences examined. 
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What would be the common ground for the word "intelligence" in the 
expressions 'If he had any intelligence he would not behave like that’, 
‘Idiots and imbeciles have low intelligence’, ‘Intelligence tests measure 
intelligence’, and ‘Spearman says that intelligence consists of a g factor 
and an s factor’? Scientists may communicate easily with other scientists 
who share their knowledge of and expertise in science. Philosophers may 
communicate with philosophers who share their knowledge of and expertise 
in philosophy or they may not. But it is even more difficult for either party 
to communicate successfully with laymen who have not been initiated into 
the knowledge and language of science and philosophy. 

Earlier in this chapter, we saw that Scheffler feels that general philoso- 
phers, that is those philosophers who seek to solve general problems by 
the use of philosophical methods and educational philosophers who 
attempt to solve educational problems by using philosophical methods, 
are ‘aliens’ in an academic landscape. But why should they be? Is not the 
general philosopher, who asks, ‘What is the universe?', doing exactly the 
same as the political philosopher who asks, ‘What is the state?’, and the 
educational philosopher who asks, ‘What is education?’ If error can result 
from applying the wrong language rules in the first and second instances, 
it can equally arise in the third instance for the same reasons. Therefore, 
if it is relevant to apply philosophical, or linguistic, or concept analysis in 
general philosophy, why is it less relevant to apply the same technique in 
political and educational philosophy? All three have the term ‘philosophy’ 
in common. 

If the reader thinks for a moment, he will recall a large number of 
statements that he has heard concerning education. Not the least common 
is the ‘sweeping generalization’ or the 'pontification'. Many of these are 
expressed in emotive language, and are designed to appeal via ‘bewitch- 
ment’ rather than via ‘rational evidence’. Such statements are as dangerous 
as loaded questions, because they lack objectivity. They contain large 
elements of subjectivity and bias. Consider for a moment the following 
statement, made in the United States of America in the nineteenth century, 


by Horace Mann, addressing his annual report to his State Board of 
Education: 


‘I believe in the existence of a great, immortal, immutable principle of 


natural law ... which proves the absolute right to an education of every 
human being.’ 


We have already said that, strictly speaking, linguistic analysis would 
examine the whole sentence to see if it has any meaning, and that concept 
analysis would examine the concepts themselves, to see if they have any 
meaning. If we look at this sentence, we shall sce that, unless the concepts 
have meaning, the sentence cannot possibly have meaning. If 2 and 3 in 
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the expression 24-3 — 5 do not mean what we normally understand by 
2 and 3, then they cannot equal 5, and the whole statement is meaningless 
because two of the main items are meaningless. 

Analysing Mann's impassioned or ‘bewitching’ statement, we would 
ask, ‘On what evidence does he believe? ‘What is “natural law”? ‘If 
“natural law" has some precise meaning, what does “principle” mean in 
relation to this meaning?’ ‘How does this principle of natural law “prove”? 
"What does ‘‘an education" mean? 

It is easy to say that the statement was ‘typical of those days a century 
and a half ago’, and that such statements could not be made today. To 
show the error of such thinking, here is a sentence from a long attempt in 
1942 by the National Society for the Study of Education in America to 
define ‘education’: 


‘Education should be thought of as the process of man’s reciprocal 
adjustment to nature, to his fellows, and to the ultimate nature of the 
cosmos.’ 


There is a marked similarity between these two statements, especially 
between the expressions ‘immortal, immutable principle of natural law’, 
and ‘the ultimate nature of the cosmos’. Both are ‘bewitching’ expressions, 
both suggest something vast and ‘metaphysical’. But, if we were asked 
precisely what we understood by either of these expressions, we would find 
it most difficult, to say the least, to give a reply. ‘ 
One of the members of the pre-war Brains Trust on B.B.C. radio, 
Professor C. E. M. Joad, when asked to answer questions sent in by 
listeners, almost inevitably prefaced his remarks with, ‘It all depends on 
what you mean by ...’ This came to be regarded as an amusing catch- 
phrase, a pleasant diversion, but it is essentially an indication of the spirit 
of philosophical or linguistic or concept analysis. In the two examples 
quoted above, it does ‘all depend’ on what is meant by ‘immortal, immut- 
able principle of natural law’, and ‘ultimate nature of the cosmos i 
Scheffler (21) says that educational ideas can be expressed as ‘defini- 
tions’, ‘metaphors’, ‘slogans’, while O'Connor (22) says that slogans, 
which are frequently repeated, become mistaken for facts, and even mis- 
taken for aims of education. In a later chapter, we shall see that ‘value- 
judgments! can also become mistaken for facts by the uncritical. P 
James (23) shows how érror can arise from failure to realize that it all 
depends on what you mean by ...’, when he stresses that the term ‘aca- 
demic' is frequently thought of as expressing something extremely ieee 
able in education, merely because people seldom stop to examine the 
consequences of this belief. He argues that it is the game line of thinking 
which wrongly believes that the ‘factory’ is closer to ‘reality than is the 
‘school’. Similarly, ‘theory’ is despised as being something totally divorced 
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from ‘practice’. If a theory is put forward, these people argue, it is as 
useless as a practice is useful. These statements are frequently unsupported 
by evidence, repeated frequently and emotionally, and accepted by many 
as being statements of fact beyond dispute. 

It has been argued that linguistic analysis is just as *practically useless' 
as were the arguments of the Schoolmen (24) in the later Middle Ages. 
Everything that they discussed had to have a ‘theological form’ and a 
‘philosophical bearing. Monroe(25) writes that the type of question 
debated might be: *How many angels could stand on a pin-head?' 

It is only possible for linguistic analysis to be useless in this way if we 
think no further than the words which we analyse. But if we remember 
that words are only ways of expressing ideas, then we realize that when we 
analyse the words we are really trying to clarify ideas. If I attempt to apply 
linguisitc analysis to the statement "Comprehensive education is neither 
good nor bad’, I am not performing the same sort of exercise as I perform 
when I try to solve the Daily Telegraph crossword. The latter is a mental 
exercise undertaken for pleasure; it has no purpose over and above this. 
But when, as a teacher, I examine the statement about comprehensive 
education, I am not merely looking at words, I am looking for ideas, and, 
moreover, ideas which affect me as a parent and a teacher, and my child as 
one who hasto be educated. Far from being ‘hair-splitting’ and *word-quib- 
bling', the analysis is of very great importance for me and for other people. 
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necessity to think about comprehensive education and selection for secon- 
dary education. Such things are the concern of people who wear the label 
‘secondary school teacher’. The student training to teach in secondary 
schools is often most indignant when he is required to study 'the pre-school 
child'. He claims that he came to college to learn how to teach adolescents. 
For him, the pre-school child is the concern of the infants school teacher. 
Such a study is relevant for her, but totally irrelevant for him. 

The dangers of this attitude can be shown by considering the once 
prevailing attitude to social class. Not many years ago, it was considered 
extremely patronizing (26) to talk about people belonging to a certain 
‘social class’. It was the attitude of the ‘haves’ looking down on the ‘have- 
nots’. Consequently, people used to shy away from the mention of 
social class as we shied away from philosophy, and as the child shied 
away from cabbage, and the neurotic from reality. 

More recently, we have been made painfully aware how much damage 
this irrational, emotional thinking did to individual children. In an age 
which did not talk about social class and which did not respect individual 
differences in children, many children who, to take one example already 
mentioned, had no other language than public language and could not 
benefit from their teaching, were beaten daily in order to ‘make them learn’. 
An age which thought that ‘social class’ was not ‘a drawing-room’ term 
only added to the harm which belonging to a certain class had already 
done. The importance of the change of attitude is indicated by Jarret (27), 
who claims that the most important discovery affecting teacher education 
during recent years is the fact that a ‘staggering number’ of our pupils 
who come from ‘economically and culturally underprivileged’ homes derive 
very little benefit from formal education. 

We are not suggesting that every time an infants school teacher says 
that comprehensive education is nothing to do with her, or a secondary 
school teacher says that to study the pre-school child is for him totally 
irrelevant, they will do as much harm as those people who suppressed by 
social disapproval any study of social class. But, the narrow attitude in one 
area often produces narrowness of attitude in another. Apparently harm- 
less narrowness may, one day, result in the doing of real harm. History is 
full of the consequences of narrowness of thought, from exposing sickly 
infants on a mountainside to die in ancient Sparta, to putting lunatics in 
Bedlam in more recent timés in our own country. The narrow mind can 
so easily become the completely closed mind. Once this happens, we even 
cease to analyse the problems which directly affect us, and accept vis 
easiest, ready-made solution. A character in one of Terence's plays says: 
‘I am a human being. I consider all human affairs to be my concern. 
Similarly the teacher should consider all educational problems to be his 
concern, irrespective of the particular institutional level at which he teaches. 
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THE APPROACH TO CONCEPTS IN THE REMAINING CHAPTERS; 
LOGICAL GEOGRAPHY 


Throughout the remainder of this book we shall be analysing key educa- 
tional concepts. These will appear in groups of three (trilogies), as a 
reminder that no educational concept can be considered in isolation. 
Between trilogies there will be a link chapter, which will take up the 
threads of the previous trilogy and relate what has been said to what is 
about to be said in the next trilogy. 

We cannot undertake to analyse every educational concept, since this 
would be too long a process. We shall select those which more obviously 
affect teachers, remembering all the time that what philosophy teaches us 
can produce a greater understanding of the classroom and greater skill 
inside it. 

It must not be thought that there is anything significant in the order in 
which the individual concepts and the trilogies are arranged. It seemed 
sensible to start with the concept ‘education’, since this is the largest and 
most complex concept of all. But we could, equally well, have started with 
‘culture’, ‘curriculum’, or ‘liberal education’. If we think what happens 
when we throw a stone into a still pond, we shall understand why the 
order of concepts is relatively unimportant. If we throw a stone into a 
pond, it makes a circular tipple, which in turn makes other ripples, and 
these all move outwards from the centre towards the bank. The bank, 

being the perimeter of the pond, contains all the ripples and does not 

allow them to overflow. If we throw in a stone marked ‘education’, it will 
produce ripples which may end at a perimeter marked ‘culture’. If we 
] throw in a stone marked ‘curriculum’, it may make ripples which move to 


aiia marked 'education'. In both cases, the first ripple affects all the 
others. 


More important than the order 


of concepts is what we actually do to the 
concepts themselves. We assign 


to each what the philosopher calls a 
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Similarly, it is difficult at times to determine where one concept begins 
and another ends in educational contexts. We shall find this when we 
discuss ‘education and training’, ‘training and drill’. We shall find that 
Some concepts contain other and lesser concepts within them, but that the 
smaller concept can never become the larger concept. Each has its own 
‘logical geography’, which is exactly like saying that the counties of 
Lancashire and Yorkshire have an official county boundary between 
them. 

In view of what we have said throughout this chapter, we shall not 
expect, in every case or necessarily in any instance, to end each chapter 
With a ready-processed answer which can be applied by all teachers like a 
formula in specific situations. Each chapter will raise a problem. It will be 
Our task, using linguistic (or concept) analysis, to examine the problem 
carefully, to pick out the salient points for consideration, to assemble the 
evidence and to attempt clarification. At times, we shall appear, like 
Socrates, to be understanding an idea only in the way that destroys it. 
It we do appear to be behaving in this way, we must be sure that we are 
doing so in the light of ‘generally acceptable evidence’, not as a result of 
reading our own preconceived ideas into the problem. We may ask very 
Searching questions which probe weak points, but we must never ask 
loaded or leading questions. We must modify hypotheses, if necessary, in 
the light of evidence, not twist the evidence to support our hypotheses. 
We shall try to ensure, in each case, not that we ask questions, but that 
We ask the right questions. We may have occasion to consider the views 
of other philosophers of the past and present. This will both introduce us 
to their ideas gradually, and also serve to show that we are not merely 
putting forward ‘subjective opinions in a vacuum’. But we shall not be 
seeking answers tailor made for present problems by earlier thinkers. 

To sum up, we shall be attempting to do four main things throughout 
the remainder of this book. First, we shall aim to rediscover meanings 
Which particular educational terms possess but which have become 
blurred through frequent careless usage. (28) The meanings which we seek 
Will be those which can be rationally justified, rather than the stylized and 
conventional ones which people uncritically and often unhesitatingly accept. 

Secondly (and this point is closely associated with our first one), we 
must examine all concepts objectively, reminding ourselves constantly 
that, because we are attempting to philosophize, there is no automatic 
Buarantee that we have rid our minds of all preconceived ideas. It may be 
that in the early stages, we do little more than reveal to ourselves such bias 
and prejudice in exactly the same way that we saw the neurotic is brought 
face to face with his fears. Like Socrates, once we have exposed these 
barriers to objectivity, we have taken the first step towards ridding the 
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Thirdly, we must scrupulously expose inconsistencies and accept nothing 
solely because an ‘authority’ says that it is so. We wrote earlier of Leibniz 
and his recognition of the need for a universal symbolism. Leibniz, 
described by Russell as one of the greatest intellects of all time, discovered 
inconsistencies in Aristotelian logic which had escaped every eye until that 
time. The reason was that the name of Aristotle carried such authority 
that no one ever thought of looking for errors in his ideas. Even Leibniz 
had such respect for Aristotle that he refrained from publishing the errors 
that he had found. Nevertheless, the errors were there. All too often, 
dogmatic statements are accepted in education because they are made by 
those who are, or are considered to be, 'authorities'. Authorities are no 
more free from the demands to justify their claims than are lesser mortals 


like ourselves. It is the duty of an efficient sentry to challenge all who 
approach the camp, irrespective of rank. 

Some of the ideas that we examine ma 
be tenaciously held. This was the fate 
beliefs that Socrates challenged. Man 
tions for wisdom in their day, 


y enjoy great popularity and may 
of many of the traditionally-held 
y of his victims enjoyed great reputa- 
but none escaped on the grounds of reputa- 
tion alone. To arrive at real problems and to formulate real questions, we 
may frequently be compelled to Sweep away pseudo-problems and pseudo- 
questions. 
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about specific philosophers. Prolonged reading, before one is ready for 
Such an undertaking, may well result in the fear of philosophy, mentioned 
at the start of this chapter, being magnified. "gs 

2 The Language of Education, Israel Scheffler (Thomas & Co. 1960). This is 
a much smaller book than A History of. Western Philosophy, and has an 
excellent introductory chapter which explains both the ‘historico-philo- 
Sophical' approach (as we have called it) and linguistic analysis. He refers 
to the latter specifically in the context of educational philosophy. Y 

3 Pavlov, a Russian physiologist, who carried out experiments in condi- 
tioning the reflex in Alsatian dogs. In an attempt to be ‘scientific’, Pavlov 
was mainly concerned with things that could be measured. He therefore 
measured the amount of saliva which dripped from the jaws of a hungry 
Alsatian when it was shown meat or meat powder. Because emitting saliva 
(like blinking in humans) is a reflex action, it is not consciously controlled 
by the dog. It is an automatic response to a stimulus. Pavlov found that, 
when he had shown the meat to the dog on a number of occasions and had 
Sounded a bell at the same time as he showed the meat to the dog, the 
Sound of the bell, without the sight of the meat, produced the same amount 
of saliva. The dog had been ‘conditioned’ to salivate to the bell because it 
had been paired with the meat, which itself had produced salivation. No 
‘teaching’ was needed for the process. The whole process is known as 
Classical conditioning’. 

4 The Republic of Plato. The quotation used in this chapter is taken from the 
translation by J. L. Davies and D. J. Vaughan, 1852, published by Mac- 
Millan. Perhaps the best-known translation is by D. M. Cornford, Oxford 
University Press, 1941. The Republic begins with Socrates seeking an answer 
to the question, ‘What is Justice?’ Justice is found to be a ‘social pheno- 
Menon’, and the discussion centres on the ‘state’ and what the ‘ideal state’ 
would be. The ideal state would be produced by an ideal education system, 
which is the thing for which the Republic has become famous. For a 
detailed study of the proposed education system, readers who are interested 
Should consult Plato's Theory of Education, R. C. Lodge, Routledge and 
Kegan Paul, 1947. 

5 Also taken from the Republic (see 4 above). r , 

6 The Concept of Mind, Gilbert Ryle (Hutchinson's University Library 
1949). The most famous chapter is possibly 'Knowing How and Knowing 
That', which has been reproduced several times in edited works, parti- 
cularly, in Philosophy and Education, Israel Scheffler (Allyn & Bacon 
1966). 

7 Learning to Philosophize, E. R. Emmet (Longmans 1964). (Also Penguin.) 
This work deals with the problem of philosophizing as distinct from 
understanding the philosophizing of other people. Parts of this work, too, 
are difficult for the absolute beginner, but those with some experience of 
philosophy and philosophical Problems will find much useful material in it. 
In particular, the book contains ‘philosophical exercises’, where the reader 
is confronted with a situation which requires him to philosophize. 

8 A thorough analysis of Aristotle’s Philosophy is found in Russell’s History 
of Western Philosophy. Again it is stressed that the beginner should 
approach the discussion with care, since parts of it are by no means easy, 
and the inexperienced can soon become entangled in a puzzling mass of 
detail. 
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9 Another referente to the Republic of Plato. The Guardians were the ruling 


10 


12 The reference is to a Chapter "Education and Indoctrination’ 


1 


class, the élite. For them alone Plato Proposed a system of Higher Educa- 
tion based on the principles of Science and Mathematics and Dialectic 
(logic), and finally a return to theoretical studies after practical experience 
as rulers. This theoretical study was to be ‘contemplation of the Good’. A 
useful modern expression to describe the process might be ‘a study of 
philosophy’. 

The early Greek Philosophers are now referred to by a number of group 
names. One of these is the ‘Ionian Philosophers’. This term denotes their 
geographical origin, since they came from that part of the ancient world 
known as Ionia. In addition they are known as the ‘pre-Socratic Philo- 
sophers’. We might say that this is a ‘chronological definition’, showing that 
they all flourished before the time of Plato’s master, Socrates. His inter- 


Pretation of the function of philosophy marked a major development in the 
subject. 


The earliest of these 


famous for predicting a solar eclipse. Anaximander 
Thales and believed that there was a substance out 


Later pre-Socratics included the 
about 500 B.c.; he believed that eve 
even matter itself was con 

Parmenides (who figur 


famous Heracleitus. He was at his peak 


rything was ‘in a state of flux’, and that 
stantly changing. 


Modern Philosophies of Education, J. S. Brubacher (3rd edn), (McGraw- 
Hill 1962), 


in Aims in 
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Education; the Philosophical Approach, ed. T. H. B. Hollins (Manchester 
University Press 1964). Further references will be made to this work in our 
discussion of aims, in Chapter 5 of this book. 

Publius Cornelius Tacitus (A.D. 55-117), a Roman historian, was famous 
for three works — Agricola, an account of Roman Britain in the first century 
A.D., With some interesting comments on the English climate; the Histories, 
dealing with the later Roman emperors; and the Annals, dealing with the 
emperors from Tiberius to Nero. Tacitus was really a diehard Republican, 
who believed that the ‘good old days’ were over when the Empire was 
established. Thus, in spite of his claim to write *without partisanship and 
bias', he was as much a victim of his own preconceived ideas as we have 
seen it possible to be in this first chapter. Tacitus had a penetrating assess- 
ment of human nature and a biting style. These led him to highlight the 
bad in men rather than the good. Some of his most famous sayings include: 
‘They make a wilderness and call it peace’; ‘A master ruler if he had never 
ruled’, and ‘It is typical of human nature to despise those we have wronged.’ 
Immanuel Kant (see A History of Western Philosophy, Chapter 20). Born 
1724, died 1804; generally considered to be among the greatest of modern 
philosophers, though Russell does not accept this. Famous for his Critique 
of Pure Reason (1781) and Critique of Practical Reason (1786). See also 
Chapter 11, Section 4. 

The Language of Education. See also 2 above. ' 
Leibniz (see History of Western Philosophy, Chapter 11). Born 1646, died 
1716. He is described by Russell as one of the supreme intellects of all time. 
He was concerned with the celebrated philosophical problem of centuries 
ago, the ‘Mind/Matter’ debate, i.e. whether the mind and the body were the 
same substance or different substances. Nowadays we talk of the body and 
the brain being the same, i.e. composed of physical cells, and think of 
‘mind’ as the activities of the brain in thinking and reasoning. The 'Mind/ 
Matter’ controversy was also connected with philosophical concern about 
the nature of the ‘soul’. " 
An article on the most famous modern philosophers, Strawson, Wittgen- 
stein, Moore, and Popper, in the Daily Telegraph supplement, November 1, 
1968. It is most useful, especially as it explains why there are peter 
clear-cut solutions to philosophical problems, as there are to mathematica 


and scientific problems. 
Learning to Philosophize. E. R. 
eir dd to another well-known articl = 
evelopment; A Theory of Social Learning , 
Pigs and Society, ed. A. H. Halsey, J. Floud, and C. A. mien 
(Free Press 1961). See also notes and references for Chapter 4, Section » 
Herbert Spencer was a nineteenth-century educational thinker whose style 
can vary between the biting and the pompous. The work which concerns us 


here is Education; Intellectual, Moral and Physical. There is an edition 
published by Watts & Co. in the Thinker's Library, 1929. Spencer poses the 


uestion, * owledge is of most worth?', but in the full knowledge 
ies his Moss n to be ‘Science’. He regards science as culture and 
‘useful’, and the classical education of his day as 'empty and ‘ornamental’. 
Another reference to The Language of Education. See 7 and 18 above. 
An Introduction to the Philosophy of Education, D. J. O'Connor (Routledge 
& Kegan Paul 1957). A small book but not always an easy one for beginners, 


Emmet. See also 7 above. re 
le — ‘Social Class and Linguistic 
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in spite of its title. We shall have reason to refer to the work, on another 
occasion, in connection with ‘aims’, in our own Chapter 5. 

An Essay on the Content of Education, E. James now Lord James of Rus- 
holme, and Vice-chancellor, University of York (Harrap 1949). The book 
is a small one and makes excellent reading, since it begins with a considera- 
tion of the historical development of the curriculum, continues with 
problems which this development has caused, and then considers the 
philosophical basis of the curriculum. This is very much the same idea as 
Peters’ Three Criteria for Education. See also Chapter 7. ý 

The Schoolmen. A name given to a group of thinkers in the later Middle 
Ages. See also notes and references for Chapter 11, Section 8. 

A Text-book in the History of Education, P. Monroe (Macmillan 1925). 

In The Struggle for Education, B. MacArthur and R. Bourne (Schoolmaster 


Publishing Co.) a cartoon from 1883 is reproduced with the caption : ‘Fears 
were often expressed that the lower clas 


ses were being educated “beyond 
their station”. 
In Education for Teaching, No. 77, Autumn 1968 
Cf. Bertrand Russell, An Outline of Philosophy (N.Y., Meridian Books Inc., 
1960); ‘What passes for knowledge in everyday life suffers from three 
defects: it is cocksure, vague and self-contradictory. The first step towards 
philosophy consists in becoming aware of these defects, not in order to rest 


content with a lazy scepticism, but in order to substitute an amended kind 
of knowledge which shall be tentative, precise and self-consistent.’ 


The First Trilogy 


EDUCATION 
TRAINING 
CHILD-CENTREDNESS 


Chapter 2 


The Concept ‘Education’ 


DEFINITIONS AND THEIR FUNCTION 


In the daily task of teaching, we frequently use definitions. These dis- 
tinguish one object or idea from other objects and ideas by describing 
their particular characteristics or functions. Once the name of the object 
is associated with a definition, the word can be used meaningfully. Because 
the people with whom we communicate also know the association between 
the name of the object or idea and the definition, they understand what we 
mean when we use the word in question. 

Sometimes two objects are so dissimilar that it is quite impossible to 
confuse them. No one, for example, would find any similarity between a 
‘shoe’ and a ‘house’, unless he was thinking of ‘The old woman who lived 
in a shoe’, but this is most unlikely in most contexts. A shoe and a house 
are totally different objects with totally different characteristics. The only 
thing common to both is that they are ‘forms of protection against the 
weather’. 

There is another way of learning to distinguish between objects, that is 
by observing them regularly. We associate a certain shape, size, and struc- 
ture with a certain word which names the object in question. We have so 
often seen a pin and a needle that whenever we see one, we never mistake it 
for the other. Moreover, if someone uses the word ‘pin’, we have a clear 
idea of what they mean. We would never think of a ‘needle’ when we hear 
the word ‘pin’. In such cases, we do not need a definition to distinguish 
one object from the other. We do not so much think of a definition of 
‘pin’ or ‘needle’ when the word is spoken as have a ‘mental picture’ of the 
object. 

When we try to define a ‘needle’ and a ‘pin’, so tha 
difference between them to someone who has never 
the task difficult. It is the more frustrating because we know exactly what 
each one looks like, but we do not find it easy to ‘put the differences into 
words’. A similar situation arises when we attempt to describe by definition 
the difference between a ‘car’ and a ‘bus’. It is because it is so difficult to 
explain in words what a car is and what a bus is that we use ‘visual aids’ 
when we attempt to show very young children the difference between them. 
We are now in a position to say that education falls into the ‘needle/pin’ 
9r the *bus/car' category, especially for teachers. It has been, and will 
Continue to be, so much an essential part of their day-to-day lives that they 


t we can explain the 
seen either, we find 
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^: ot. 
are appalled when asked to define ‘education’ and nee that wi hep 
Laier in this chapter, we shall see that even educational a ae ROS 
difficulty in defining education. Peters (1) tells us that modern phi x dme 
have abandoned the attempt. We shall see (in Chapter 3) that it ca ining’ 
difficult in certain circumstances to distinguish ‘education’ from dr. 
by using a definition, as it was to distinguish between a ‘pin’ and a i the 
But before we look at these problems, we must look further in 
reasons why some definitions cause more difficulty than others. ed 
We have said that we often use visual aids to make our denninons c nie 
But there are times when this is not possible, because we are AES fus 
something which cannot be seen or which, when seen, is very mus P 
Something else. As an example of the first type we can quote an 'erg ^ ds 
as an example of the second type we can quote an ‘adverb’. We canno pd 
an 'erg' because it is a ‘concept’, which is very much like saying tha relit 
an ‘idea’. Similarly, we cannot see intelligence, although we can see in 


t 3 N . It may 
gent behaviour. We now realize that education is also a concept 
be a process; it is certain] 


When we turn to the ‘adverb’ 


3 Á , it is 
e: "The holidays passed quickly.’ But ira 

the sentence. We can see other WO 
Which are not adverbs as well as t 
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and a ‘horse-power’, which is also 
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terms of function what ergs and ad 
is not given by saying what it js. This extension gives us: ‘An adverb is à 
part of speech, which modifies or limit j 


: cond’. This wi 
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ATTEMPTS TO DEFINE EDUCATION 


We can now turn to some definitions of « 


; t education’, he 
progresses, should try to determine for hi 
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if any, are of the simple type (‘an adverb is a part of speech’) or a simple 
type expanded, by saying what education does (‘An adverb is a part of 
speech which modifies or limits the action of verb’). The first definition, 
historically, in our list comes from Plato (2): 


‘By education I mean that training which is given by suitable habits to 
the first instincts of virtue in children, when pleasure and pain are rightly 
implanted in non-rational souls. The particular training in respect of 
pleasure and pain, which leads you to hate and love what you ought to 
hate and love, is called ‘‘education”’.’ 


This is not only an ‘expanded’ definition, but, as we have already been 
led to believe by our ideas about ‘logical geography’, a questionable one. 
For the moment, we can ask ourselves have not ‘education’ and ‘training’ 
got their own ‘logical boundaries’, like counties in England with their 
geographical boundaries’? We shall have more to say about this in 
Chapter 3. 

i We also note a similarity between the beginning of Plato’s definition of 
education’ and the definition of ‘philosophy’ by Russell at the beginning 
of Chapter 1. Russell writes: ‘Philosophy, as J shall try to understand the 
word...” Plato writes: ‘By education J mean...’ 

é The reader should keep this point in mind because we shall return to it 
ina few moments, when we talk about ‘descriptive’ definitions and ‘stipula- 
tive’ definitions. There is no need to be apprehensive about these new 
terms, since they are easily explained in everyday language. Finally, we can 
Note that Plato’s definition of education has a ‘moral emphasis’, since it 
talks about ‘good’ and ‘bad’, ‘pleasure’ and ‘pain’. 

Milton (3) defined education as follows: ‘I call, therefore, a complete 
and generous education that which fits a man to perform justly, skilfully 
and magnanimously, all the offices, both public and private, of peace and 
War.’ 

This definition seems to cover much more ground than Plato did. It uses 
less words but it is less precise. It takes far longer to list the areas of study 
which Milton's idea of education entailed than to write the definition 
itself. They were: Greek, Latin, Italian, Hebrew, Chaldaic, Syriac, 
arithmetic, mathematics, geography, physics, astronomy, meteorology, 
mineralogy, anatomy, Physiology, fortification, architecture, engineering, 
navigation, ethics, economics, politics, law, logic, rhetoric; the scriptures, 
theology and church history. —— 

The reader who says, "What Milton is saying is that, if you know every- 
thing, you can do everything’, is exactly right. Both Milton and Comenius 
(4) believed that the 'educated man’ should be a ‘know-all’. Indeed, the 
word they used, pansophia, comes from two Greek words: pan, meaning 
‘all’ and sophia (which we have already met in philosophia) meaning 
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‘wisdom’, or ‘knowledge’. It must be remembered that, in those eor 

body of available knowledge was much smaller than it is today, si en 

modern science has led to a tremendous expansion of knowledge. E 

theless, what Milton required was a mammoth task, as we shall see w 

we discuss the ‘curriculum’ (Chapter 7). qe 
Lodge (5) writes that there are two uses of the word ‘education, and 

‘wider’, one ‘narrower’. Again, we note the similarity between this 


ó : i fini- 
what Russell said about the uses of philosophy. He gives the wider de 
tion as: 


; ; r 3 ; living 
"Education is equivalent to "experience", the experience of a 
organism interacting with its normal environment.’ 


His narrower definition is: 


“Experience or nature, is still the 


e a ea pt itu- 
teacher, but in the specific social inst! 
tion known as “schooling” 


it is guided by the teacher.’ 
We should note, in the first defin 
equivalent to’, rather than educa: 
to this point later. 


; ET 
ition, that Lodge says that apt 
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to educate is to lead out oF 
definition which states, categoric- 
this particular theory was sterile, as 
another school of thought denied that education comes not from educere, to 
lead out,’ but from educare. Which means ‘to form or train’. If we realize 
‘ducational thinking, the ‘formalists’ 
is good for them, are seen and not heard, and are made into specific people 
by their education) and the naturalists’ (who believed that education 
should merely ‘let the ae develop’), both cla; 
of ‘etymological de nition’, we see utis d 
ris sive mis definition further dece) futile it is and was at the 
vig ine omi caudales ee definition and says that education 
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consider all three terms in later chapters, For the moment RU es : 
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definition by Horne (7). It will be seen that this one shows the same faults 
as the previous one: 


‘Education is the eternal process of superior adjustment of the physically 
and mentally developed, free, conscious, human being to God, as mani- 
fested in the intellectual, emotional and volitional environment of man.’ 


The reader should ask himself which terms he would ask to be clarified 
before he was willing to say whether the definition is acceptable or not. 
We see, too, that this is also a definite statement that education ‘is’, not a 
Suggestion that it ‘might be’, as we saw in the definitions by Russell (of 
philosophy’) and by Plato (of ‘education’). 

_ We have seen a number of definitions of ‘education’. They have differed 
in length, in character, and in degree of definiteness. They have been, on 
the whole, much more complex than our definition which said, ‘an adverb 
is a part of speech’, and also more complex than the expanded definition 
of an adverb. As our last example of a definition of education, we have 
Chosen a brief one by Langford (8): 


Education is an activity which aims at practical results in contrast with 
activities which aim at theoretical results.’ 


This is an ‘is’ statement (9), but it is much simpler than some we have seen. 
Although we have to think what ‘practical’ and ‘theoretical’ results are, we 
can immediately think of ‘science’ as aiming at theoretical results. (We 
€ven talk of ‘scientific theory’.) ‘Activity’ seems to imply a ‘process’, and 
we Can agree with both terms, since in education teachers and learners are 
active. However, Langford goes on to liken education to other activities 
which aim at practical results, such as ‘politics’, ‘manufacturing’, and 
farming’ and contrasts it with activities which aim at theoretical results 
Such as ‘physics’ and ‘psychology’. This rather dashes our hopes. If politics, 
manufacturing, farming, and education are all ‘practical’ activities, which 
aim at ‘practical’ results, we want to know how any one differs from any 
Other one. We are back where we started when we defined an adverb as 
“a part of speech’, which did nothing, as it stood, to distinguish an adverb 
from other parts of speech. We may now begin to see that Peters is justified 
When he says that the task of defining ‘education’ is extremely difficult. We 
may also understand why modern philosophers have abandoned the 
e definitions we have seen, it is clear that we would 
han others, or some claims in some and some ideas in 
others. But, reminding ourselves that all our minds are full of preconceived 
ideas, it is possible that it is these and not the merits of the definition which 


would determine our choice. 


attempt. From th 
accept some rather t 
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TIVE 
DIFFERENT TYPES OF DEFINITION: DESCRIPTIVE AND STIPULA 
DEFINITIONS 


Scheffler (10) is very helpful at this point. He says that one of the difficulties 
we face when we use definitions is that there is more than one sort. up " 
like Wittgenstein's saying that there is not one set of language rules p 
. many sets. We do not need to consider all the types which Scheffler d 
but we must compare two types, to help us see why the definitions we ras 
quoted are different. The types which are important are DESCRIPT! 
definitions and sTIPULATIVE definitions. lled 

Descriptive definitions are familiar to us all. They are often catie f 
‘dictionary definitions’. We gave a descriptive or dictionary definition o 
an ‘adverb’ and an ‘erg’ a little while ago. A descriptive definition 1$ S 
that has been formulated in the past, has become standard, and is accepte 
as explaining adequately what something is. 

However, if we return to Socrates in the Republic, we find that he ya 
anxious to discover ‘What is justice? He put forward a number © 
STIPULATIVE definitions, one of which was that ‘Justice is doing just acts - 
What Socrates was really saying was: ‘We don't have a descriptive defint- 
tion which is acceptable. The descriptive definition determines what We 
shall think. We want to think freely. Therefore, let us sTIPULATE what We 
shall consider justice to be, and use this a A 

The reader will now recognize that we ourselves used a stipulative defini- 
tion of philosophy, when, to free our minds from fears, we stipulated that 
we would think of it as ‘the process of asking questions'. We did not finally 
accept the precise wording of the stipulative definition, but we did find that 
philosophy involves asking questions. It took us a good deal further than 


the definition of philosophy as ‘a no man's land between theology and 
science’. This, too, was a stipulative 


A definition, since Russell stated, 
‘Philosophy, as J shall understand it . , 2 
We can now suggest that those definitions of education which begin, 
‘Education IS ..- are descriptive definitions and those which begin, 
‘Education may be thought of as , , » WAY well te ae : De, 

i t itions 
which people have mistaken for descripti € stipulative defin 
must be placed in its context, so that w. 
it and whether it finally gained acceptance üba des ai p 

We need to remind ourselves of one Sctiptive definition. 
tive and stipulative definitions, definit 


$ our starting point.' 


danger is that a stipulative definition may b 
progressive’ school may say to a friend who 
‘formal’, school, ‘In our school, children lear, 


€ ‘disguised’, A teacher in a 
— In a ‘traditional’, or 
Y discovery This is really 
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like saying that the people who are responsible for the decisions about 
teaching method ‘in our school’ believe that learning may be defined as 
‘the acquiring of information for oneself by an act of discovery’. When the 
teacher tells her friend this, she is really ‘stipulating’ that this is what 
learning *means'. Her friend may define learning as 'the acquiring of 
information as the result of being instructed’. 

We should now be in a much better position to understand how mis- 
understandings arise and have arisen in the past, whether people have 
been talking about highly metaphysical points such as *How creation 
began’, or about ‘What is education?’ Unless we recognize the difference 
between the descriptive definition and the prescriptive or stipulative defini- 
tion, which ‘prescribes’ or ‘stipulates’ how we shall think of ‘creation’ or 
‘education’, we shall be like someone trying to play cricket according to 
the rules of golf. 

At the beginning of this chapter, we suggested that it was easier to 
define in some areas than in others. Peters makes the same statement and 
says that, while it is easy to define terms such as ‘geometry’ and ‘triangu- 
larity’, it is neither easy nor desirable to define ‘education’. Education, he 
feels, forms a ‘family’ of ideas united by a complicated network of similari- 
ties, which overlap and criss-cross. We have already suggested that ‘educa- 
tion’ and ‘training’ are connected, for a number of reasons: perhaps 
because we feel that education must involve training, or because we think 
that education and training both include teaching and instruction. The one 
thing that these terms have in common may be that both are ‘educational’. 
We can say that ‘teaching’, ‘training’, and ‘instruction’ are ‘educational’, 
but not that they are ‘education’. We can say that the thing that Lancashire 
and Yorkshire have in common is that they are both counties and both 
Parts of England. But, they have their separate and distinctive character- 
istics and are separated by boundaries. 


CRITERIA FOR THE PROCESS OF EDUCATION 


Peters proposes, in place of a definition of education, three ‘criteria’. 
Kriterion is a Greek word meaning a ‘standard’, something against which 
to compare or match. A criterion is a guide, as distinct from a precise 
measure. We can say that something ‘comes close to the criterion’ and is 
therefore acceptable. We cannot be as precise as we are when we say that 
two pieces of wood are ‘exactly the same length’. By establishing three 
‘criteria’, Peters is saying that, if we are in doubt whether or not a process 
is ‘education’, we can match it against our three standards and see how 
close to their demands it comes. 

In the same Way, we establish criteria for selecting teachers. We deter- 
mine the standards beforehand, and see how the applicants for teacher 
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training courses match up to or compare with these demands. We may 
decide on any number of criteria. It is unwise to limit ourselves to one. 
For example, we may decide that four criteria are necessary for selecting 
people to train as teachers, for example, ‘high intelligence’, ‘stable per- 
sonality’, ‘good academic qualifications’, a ‘genuine interest in teaching as 
a career’. There is less likelihood of our making a mistake if we use all 
four standards than if we choose only one. High intelligence does not 
automatically guarantee the other three. ; 
Criteria must always be relevant. It used to be the custom to accept into 
Oxford and Cambridge those whose parents were able to pay the necessary 
fees. This is not the same as saying that the people who ougAt to be admitted 
to Oxford and Cambridge are the cleverest people, because they will benefit 
most from going there. Wealth and high academic ability are two very 
different criteria. If we think of the reason for the existence of Oxford and 


Cambridge, we can see that high ability is a relevant criterion for selecting 
candidates and that wealth is an irrelevant criterion. 


The three criteria which Peters puts forward for education are: 


1 Education implies the transmission of what is worthwhile to those 
who become committed to it. 

2 Education must involve knowledge and understanding and some sort 
of ‘cognitive perspective’ which is not inert. 

3 Education at least rules out some procedures of transmission on the 


grounds that they lack wittingness and volu 


ntariness on the part of the 
learner. 


It will be profitable to look briefly at each of these standards and see how 
they will relate both to our concern with ‘education’ in this chapter, and 


our concern with other ‘educational concepts’ or ‘educational ideas’ in 
other chapters. 


The first standard requires something to b 
We can accept that education does pass thin 
the next. When we ask what is worthwhile, 
of ‘values’, of ‘culture’, both of which we s 

In the second criterion or standard, the j 
‘cognitive perspective’. There is a connecti 
first talked of the role of Philosophy, we 
overall view, to take a broad view, to consider all the variables, to keep 
problems in perspective. This is really what cognitive Perspective means: 
the ability to see all the aspects of situations. ‘Inertia’ in science js the 
opposite of movement; it implies ‘dead weight’. We can have knowledge 
which we understand, and we can make use of such knowledge, Or we can 
have knowledge which we cannot use, because we do not understand it 
Thus ‘cognitive perspective’ is linked with the term “understanding”, i 


e transmitted or passed on. 
gs on from one generation to 
we think of what is valuable, 
hall examine in later chapters. 
mportant words are ‘inert’ and 
on between the two. When we 
said that it aims to obtain an 
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; In the third criterion, we see that *methods' are involved. If education 
1$ to transmit or pass on knowledge from one generation to another, a 
*method of handing on' must be involved. Some methods are acceptable, 
others are not. We saw earlier in this chapter that Ducasse suggested that 
the methods of education were ‘instruction’, ‘training’, ‘indoctrination’. 
At the time, we asked ourselves if ‘indoctrination’ was really an acceptable 
method, We shall ask ourselves the same question and analyse the problem 
in greater detail in Chapter 9. For the moment, we can say that a process 
of indoctrination does not match up to the third criterion of Peters, 
because it denies the learner ‘voluntariness’ and ‘wittingness’. (Instead of 
wittingness’ we can say ‘an awareness of what is happening’.) 

It is clear that deciding on criteria or standards against which to match 
an activity to determine if it merits the title ‘education’, does not simplify 
the Situation as much as using a definition does. A good definition settles 
issues without raising others. But we saw that definitions of ‘education’ 
always seemed to raise at least as many issues as they settled. We also said 
that criteria were standards, not exact measures. Because of this, we ought 
not to be surprised to find that the criteria leave questions to be asked; 
these we shall leave to be answered in subsequent chapters. For example, 
the first criterion raises the problem ‘Who decides what is worthwhile?’ 
We shall consider this in relation to the ‘curriculum’ and ‘culture’. We 
may also ask, if indoctrination is ruled out as a method of passing on 
knowledge from one generation to another, because it denies the learner 
awareness and the right to ask questions, whether all methods which do 
allow awareness and the asking of questions are equally effective. This 
Problem will be examined when we look at the idea of ‘child-centred’ 
education (in Chapter 4) and ‘liberal education’ (in Chapter 8). For the 
moment, the questions are important as reminding us of the point we 
made (in Chapter 1) that we cannot think of educational concepts or 
ideas in isolation, and of Peters’ analogy between ‘educational concepts’ 
and a ‘united family’. 

The criteria are also interesting for the way in which they are expressed. 
The first one uses the word ‘implies’ after ‘education’, and we shall find 
this expression useful when we consider aims (in Chapter 5). To say that 
‘education implies’ (criterion) is very different from saying that ‘Education 
is’ (descriptive definition). The criterion suggests one characteristic of 
education, but leaves room for others to be included. . 

The second criterion is worded more definitely and categorically. The 
at, unless the process involves knowledge and under- 
standing and an overall view, it cannot qualify for the title ‘education’. 

Finally, after speaking of a process which transmits and of the content 
of what is to be transmitted, the third criterion provides a standard of 
comparison for methods of transmission. It does not dogmatically state 


term must indicates th 
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that there is any one method of handing on knowledge and values. Nor 
does it categorically state that indoctrination shall not be an educational 
method of handing on knowledge. Instead, it really establishes two criteria 
for acceptable methods. Such methods must allow ‘awareness’ and ‘volun- 
tariness' in the learner. 

Education, then, is a process. It must have both a content and a method. 
The content is ‘knowledge’ and ‘what is worthwhile’ (values), and the 
method must allow the learner to understand what he is being taught. 
Just as we arrived at a clear understanding of philosophy by starting from 
a simple, stipulative definition, which allowed us room to manœuvre, So, 
by accepting criteria for education, we have come to discover ‘essential 
characteristics’ of education, something of what it is, something of what 
it is not. We have not allowed ourselves to be misled by emotional language 
and we have not allowed our minds to be fogged by using a large number 
of words which beg the question. We have made suggestions instead of 


being dogmatic and we have tried to provide reasons for preferring criteria 
to a definition. 


DEFINITION AND CRITERIA COMPARED FOR EFFECTIVENESS 


We made two important points in Chapter 1: firstly, that the philosophy 
of education, using the method of linguistic analysis, was not merely 
concerned with words, but with the ideas whi 
secondly, that findings in the Philosophy of edu 
‘theoretical’) have practical implications. We 
this; it often comes as a surprise to us to 

tremendous damage by the careless use of 
example. 


ch the words represented: 
cation (which can be called 
do not always appreciate 
Tealize that we can cause 
words. Let us take a simple 


In company with a friend, I decide to attempt to define ‘tolerance’. It 
appears to be a harmless exercise, and not 


at all likely to harm people. 
I put forward this definition: y 


"Tolerance is always accepting the ri 


; ; , ght of any individual to speak and 
act without interference. 


At first glance it seems that I have put for 
and it could be described as ‘very democra 
becomes apparent that anyone acting on 
complete irresponsibility and anarchy, Sayi 
without interference can be justified only j 
interfere with the freedom of i at else. 
a result of implementing the ideas in this definitio 
Nene in two ways; firstly, by labelling as *in n, I can do people 


tolerant? thos 
EE " 24 € who do 
not accept my definition of ‘tolerance’; secondly, by encouraging ar 


ward a very liberal definition 
tic’. But, on closer analysis, it 
this definition could produce 
ng and doing what one wishes 
f the words and actions do not 
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Who do accept my definition to harm people, because my definition leads 
not to tolerance but to anarchy. 

Again, it would be much more sensible to adopt criteria or standards 
against which to match or compare forms of behaviour, to see how well 
they measure up to the demands of the standards. Criteria for ‘tolerance’ 
might include: 


1 Willingness to listen to the speech and to assess the actions of all 
people, objectively and rationally. 

2 Willingness to assess, again rationally and objectively, the con- 
Sequences of such speech and actions, both for those who speak and 
act, and for those who are affected by such speech and actions. 

3 Willingness, at the same time, to assess the consequences of our own 
Speech (especially where it criticizes others) and our own actions. 


Only when we cease to think of ‘tolerance’ and ‘education’ as words, or 
€ven as ideas, and begin to think of them as processes affecting people do 
We realize how important it is to make perfectly clear, in our own minds, 
what is meant by the processes. For this reason also it is important for us 
to realize, as Peters does, that it is not sufficient merely to establish criteria 
and leave the matter there. This is why we shall examine many other 
Concepts besides education in this book, so that we shall have considered 
every aspect of the problem. 


EDUCATION AS INITIATION 


Peters describes education as 'a process of initiation'. This is like saying 
that it is an activity rather than that it is a concept or idea. But you cannot 
have an activity or process or an initiation, in this sense, without involving 
People. Initiation has a general meaning; it also has specific meanings in 
education.’ A closer examination of the concept (or idea) of ‘initiation’ 
Will help us still further in our attempts to produce clear understanding 
of the term ‘education’. 

If we think of a youth in a primitive community being initiated into the 
tribe, we think of ‘acceptance’. When the youth has reached a certain stage 
of development, he is accepted as an adult. As an outward sign of the 
recognition of his adulthood by the elders of the tribe, he passes through 


an initiation ceremony. From that time he enjoys all the privileges enjoyed 


by other adult members. — e y 
But initiation into education 1s not exactly the same. The first initiation 


into education in the sense of ‘schooling’, as defined by Lodge earlier in 
takes place at a certain age. The age is determined by the 


this chapter, ; : 
3 ders of the tribe determine at what stage of development 


State, as the el 
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they will accept a young man as an adult. After this the two examples of 
initiation begin to differ. 

When we say that a child is ‘initiated’ into education or culture, we mean 
that he is ‘exposed to’ or ‘committed to’ specific situations. All children 
are initiated, for example, into the skills of reading, writing, and commung: 
Not all children, however, benefit equally from the initiation. Some children 
learn to read, write, and calculate better than others. The skills are the 
same for all those initiated, but all the initiates are not the same. Some are 
more intelligent than others; some are more emotionally stable, receive 
more parental encouragement, possess more determination, and are able 
to see more clearly the purpose of the initiation. We saw (in Chapter 1) 
that some children, it has been claimed, are almost incapable of benefiting 
at all from this process of initiation to which we give the name ‘formal 
education’. This is because of their home background. For, in the home 
also, all children are initiated into the behaviour patterns of their social 
class. In some cases, if we match the patterns against the three criteria, We 
find that what goes on in the home can be called ‘education’. In other 
Cases, it is manifestly absurd to suggest that the behaviour patterns of the 
home fulfil the demands of the criteria of education. 

We must now ask what is the purpose of initiation. Is it for the benefit 
of the individual (since we have seen that in some cases it may not be 
beneficial to him), or is it for the benefit of society? Throughout the years, 
there has been this problem whether education is an individual or a social 


process. The answer is that it cannot be one without the other. In British 
society, the man who cannot read or write i 


s little use to society. Con- 
sequently, 


he is very little use to himself. He can scarcely earn a livelihood 
and is forced to live year after year at subsistence level. 

On the other hand, initiation must show respect for individuality.” 
Because children are committed to learning the same basic skills, this does 
not mean that they are all to be poured into the same mould. Nor do free 
people accept that the State has a right to make them into what it likes. 
When this happens, we have coercion and in 
tion. Again the Greek idea of balance and harmony is relevant. It is nO 
more harmonious for the individual to develop through initiation into 
education at the expense of others and of the State than it is for the State 
to refuse to allow individual development. So in yet another sphere we 
see the need for criteria. These will determine what individual develop 
ment will be socially acceptable and what kind of State direction of educa- 
tion will be acceptable. 

The lesson to be drawn from what we have writte 
is essential for us to have clear ideas about what con 
do not automatically ensure that education will be e 
those committed to it. This may seem a rather dep 


doctrination replacing educa- 


n ìs that, although it 
Stitutes €ducation, we 
qually beneficial to all 
ressing start to a book 
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on the philosophy of education; but we must realize that, if we are not 
Scrupulous in determining what is education and what is not, we may do 
even more social and individual harm by allowing such constricting activi- 
ties as indoctrination to pass for education. 

: In the chapters which follow, we shall analyse other concepts in that 
united family of ideas’, to which we give the name of ‘education’. We 
shall undertake this not only to clarify the concepts and the terms which 
Tepresent them, but also to provide an even clearer idea of what we mean 
by education. We shall do this by deciding which activities cannot qualify 
for the title education, as well as by adopting positive criteria against 
which to measure 4 process justifying the title. 


NOTES AND REFERENCES FOR CHAPTER 2 
^ S ite and Education R. S. Peters (George Allen & Unwin 1966). 

€ quotation comes from Plato's second work on education called The 
Laws. At the invitation of the tyrant of Syracuse, Dionysius, Plato tried to 
implement the ideal system of education which he proposed in the Republic. 
he scheme was a failure. In addition, the defeat of Athens, the great 
Cultural power of Greece, by Sparta, the totalitarian power, in the Pelo- 
Ponnesian War (431—404 s.c.) seemed to herald the end of all the values 
Which Plato cherished. He abandoned his idealistic concept, and in The 
Laws produced an educational system which he described as ‘the best in 

Present circumstances’, 

3 Taken from Doctrines of the Great Educators, R. R. Rusk, 2nd edn (Macmil- 
lan 1957), Chap. 6, ‘Milton’. 

Y Comenius (1592-1670), whose real name was Kominsky, was a Moravian 
minister, It was fashionable, after the revival of Classical learning in the 
Renaissance, to latinize one's name. Hence Kominsky became Comenius. 
His chief educational works were The Great Didactic or ‘the art of teaching 
all things to all men' (see also Milton's idea) and Orbis Pictus (the world in 
Pictures), the pioneer book on visual aids. Comenius believed that educa- 
tion should follow the lead of *nature' and that men should learn everything 

cause one never knew to what task God would call an individual. 
Education should, therefore, equip every man to perform every task. He 
advocated a more humane discipline than that in the schools of his day, 
Which he called 'the terror of boys and slaughterhouses of the mind’. 

5 Plato's Theory of Education, R. C. Lodge (Routledge & Kegan Paul 1947). 

6 ‘What can Philosophy Contribute to Educational Theory?’, C. J. Ducasse, 
in Selected Readings in the Philosophy of Education, ed. J. Park (Macmillan 
1958), Introduction to Part 1, Chap. 1l. — 

7 ‘The Philosophical Aspects of Education', H. H. Horne, Chap. 9 of 
Selected Readings in the Philosophy of Education (see 6 above). 

8 ‘Education’, G. Langford, The Philosophy of Education Society of Great 
Britain. Proceedings of the Annual Conference (1967). 

9 An ‘is’ statement saying what something is differs from an ‘ought’ statement 
which says what ought to happen. Moral philosophies stress the importance 


iating this difference. 
n The Longuage of Education, by Israel.Scheffler (Thomas & Co. 1960). 


Chapter 3 


The Concept ‘Training’ 


The concept ‘training’ is an interesting one. In the first place, there are 
times when it seems difficult to decide whether a process merits the title 
‘training’ or ‘education’, as we shall see later. There are other times when 
it seems difficult to distinguish between ‘training’ and ‘drill’. This illus- 
trates two points already made but which cannot be too frequently empha- 
sized, namely the interrelationships between concepts in a study of educa- 
tion and the need to assign to each concept its 
prevent the confusion of one term with another. 
Training is a narrower concept than education. Training may be educa- 
tional, but it can never be education. In the same way, 
saintly without being technically a saint, i.e. in the sense 
been canonized. However, this doe: 
loosely in such expressions as 


‘logical geography’, to 


a person can be 
of one who has 
$ not prevent people using the term 
“He is a perfect saint’, 


"TRAINING! QUALIFIED BY DIFFERENT ADJECTIVES 


ertain adjectives which are associated 
is a narrower and more specific idea 
ation demanded broad characteristics. 


‘fit for war’. In the days before modern 


aining', and the terms which 
: 2 iscipline' or ‘mental discipline’, suggest- 


as called the ‘reasoning faculty’. Indeed, the 
brain Controlling specific mental activities was 
By’. The basic idea lingers today in such expres" 
He still has all his faculties’. The main meaning 


known as ‘faculty psycholo 
sions about old people as, * 
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of this is that ‘his mind is still rational and in control of his actions’. 
One trained mental faculties by appropriate mental exercises. 

Two other adjective/noun combinations involving the term ‘training’ 
especially important for our present thinking are ‘vocational training’ and 
‘teacher training’. The first is a general term implying a process which fits 
one for a particular job or profession, the second is a specific term fora 
process which fits one for competence in the classroom. 

_ Two ideas emerge from these preliminary remarks. The term ‘training’ 
implies ‘exercising’ and ‘repetition’, and in every case considered training 
has been for something. There is, in each case, a definite end or purpose 
in view. We do not merely ‘train’; we ‘train for’. Physical and mental 
training provide the most obvious examples of training involving exercise. 
The one exercises the muscles regularly, the other exercises the faculties of 
the mind regularly. To improve the memory, you exercised the ‘memory 
faculty’, by giving children large amounts of material to learn by heart 
(rote learning). To train the ‘reasoning faculty’, you taught children a 
difficult, logical subject, which was frequently Latin. Those who have 
Studied Latin will no doubt appreciate that there is a large element 
of memorizing and of exercising in Latin, especially when it is badly 
taught. 

We can now return for a moment to consider Plato’s definition of 
education which we saw in Chapter 2, and which caused us to ask if he 
was justified in using the word ‘training’ in the sentence, ‘I mean by 
education that training given...’ We are now ina position to suggest that 
this is not an acceptable definition, because it implies that ‘education’ and 
‘training’ are here almost synonymous. We could say, ‘I take education to 
include that training . . .'; but this is a very different statement. 


TRAINING AND INSTRUCTION 
g is closely associated with instruc- 


What we have said suggests that trainin Lins 
l to talk about ‘teaching and 


tion. In Chapter 1, we found it natura € 
‘teachers’ while we were considering the process of education. It seems 
equally natural to talk about ‘instruction’ when we think of training. 
Perhaps the most appropriate illustration, in connection with the types of 
training we have mentioned, is ‘physical training instructor’. It sounds less 
appropriate to speak of the ‘physical training teacher’. l À 
Ducasse (1), whose etymological definition of education we discussed (in 
Chapter 2), also gives an etymological definition of the verb ‘to instruct’. 
O instruct is to build into the mind knowledge of facts, relations, rules or 
Principles of one kind or another. He also gives a definition of the word 
‘training’ as ‘the process of imparting to someone the skill to perform 
Some operation or set of operations whether mental or physical, and 
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whether the acquisition of the skill is or is not accompanied by under- 
standing of the principles on which the operation depends'. 

This provides us with excellent food for thought. If we think of the three 
criteria for education, and then attempt to match up what Ducasse says 
are the characteristics of training against these criteria, we see at once that 
we shall only confuse education with training if we do not think clearly. 
Passing on worthwhile activities and values and knowledge is certainly not 
as narrow as teaching a skill or an operation or a series of operations. In 
this respect, it is interesting to note that in our technological age an ‘opera- 
tive’ is lower in status than a ‘technician’. ; 

Again, we cannot possibly confuse education and training if we insist 
that education must provide those committed to it with knowledge, under- 
standing, and cognitive perspective. Ducasse says that training does not 
necessarily involve understanding the principles involved. 

If we look at the chief feature of instruction as defined by Ducasse, we 
note that it is ‘to build into the mind’. Although he continues with the 
word ‘knowledge’, it seems a far cry from building knowledge into the 
mind to ‘handing on’ knowledge with the proviso that it shall not be inert, 
but understood. We can see that in a hot water system with a built-in 
thermostat, the thermostat performs a very useful function. When the 
water reaches a certain heat, the thermostat records the fact and switches 
off the system, so that heat is not applied to the water when there is no 
need for it. But the thermostat does not work this out for itself. It is merely 
constructed in such a way that it will perform this particular task. Taken 
outside the hot water system, it is entirely useless, since its specific construc- 
tion makes it useful only in one set of circumstances. 


DRILL AS A FEATURE OF INSTRUCTION AND TRAINING 


We have implied a narrowing down 
‘training’ to ‘instruction’, There is on 
especially in connection with instruct 
army, there are non-commissioned o 
These are the individuals who mar 
parade ground, bawling commands 


Process as we go from ‘education’ to 
€ more term which we must consider, 
ion, and that is the term ‘drill’. In the 
fficers who are called "drill instructors’. 
ch platoons of men up and down the 
at them. The situation is so simple, in 
terms of learning, that it is merely the 'stimulus-response' learning which 
the behaviourist psychologists (2) describe. It is significant that when 
behaviourists talk about 'stimulus-response learning, they are talking 
about teaching animals — and not always particularly intelligent animals 
at that. On the command, ‘Quick march’ (stimulus), the squad of men 
moves forward (response), and they continue to move forward until the 
next command is given. The situation is such that, if no other command 
is given, they will march forward indefinitely; even if they come face to 
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face with a brick wall, they will continue to ‘mark time’, i.e. their feet will 
continue to move up and down ‘on the spot’. So conditioned are they by 
the commands of the drill instructor that they are not allowed to think for 
themselves. 

Again, in the army there is the ‘arms drill instructor’. He instructs 
groups of men to perform simple physical exercises ‘by numbers’. A typical 
sequence of ‘instruction’ in the movement known as ‘sloping arms’, that 
is, bringing the rifle from the ground to the shoulder is as follows - ‘On 
the command, “One”, you bring the rifle up like this (visual demonstration 
follows). On the command, “Two”, you bring the rifle across the body 
with the right hand resting the rifle on the left shoulder-so. On the com- 
mand “Three”, the right arm returns to the right side.’ 

Drill, then, means the 'formation of habits through regular practice of 
Stereotyped exercises'. Although we stressed that ‘learning by heart’ was 
not markedly educative, we must not assume that learning the declension 
of nouns in Latin is such an unthinking process as drill and arms drill. 
In the former we require the mind to perform ‘limited feats’; we do not 
require it to take no part at all in the activity. 

For these reasons Ryle (3) distinguishes between training someone to 
draw, to speak French, or to play cricket and ‘drilling’ them. In each of 
the activities which Ryle names, intelligence must be used. If we draw, we 
have to take into account such important things as perspective. We are 
trained to know that if we stand at the end of a street and look along it, 
the street appears to grow narrower at the far end and the height of the 
houses appears to decrease gradually from the near end to the far end. 
If we are required to draw this scene, we apply what we have learned about 
Perspective, We do not, however, make everything that we draw taper 
away as we did with the street and the houses. We have to discriminate 
between situations which require the application of perspective and those 
Which do not. We cannot do this merely by automatic actions such as 
those performed in arms drill. A 

Similarly, when learning French, there may be a certain amount of 
What the old text-books used to call ‘drill exercises’. But this is not to say 
that the drill exercises are synonymous with learning French. It is signifi- 
cant that it was factors such as the ‘drill exercise’ which were most roundly 
condemned when new methods of teaching languages were introduced. 

When we are trained (or ‘coached’) to play cricket, we are taught how 
to make certain orthodox strokes. The trainer, or coach, bowls to the 
learner in the nets and teaches him that to a certain type of ball he plays 
the forward defensive stroke, to another the back defensive stroke, to 
another the hook shot, to another the cut. But in a game of cricket we 
do not automatically perform these moves which we have been trained to 
make. For example, the bowler may bowl a ball wide of the off stump. 
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Our coach has taught us that this is to be hit with a stroke called the cut. 
This means that the cut is a more appropriate stroke than the hook. But it 
does not follow that, if the opposing captain has placed a fielder in such a 
position that by making a slight error in our shot we risk being caught ved 
we still make the shot because we have been trained to cut that kind of ball. 
We would only make the shot automatically if we had been ‘drilled’. In the 
latter case, the ball bowled outside the off stump would be a dien 
similar to the parade-ground command “Quick march’, and the playing o 

the cut stroke an automatic response, similar to that of beginning to march 
oft hearing the command. What applies to a game like cricket applies even 
more strikingly to chess, where much more intricate skills are involved. 
The moves are standard, in that the various pieces can be moved only in 
certain ways, i.e. a pawn one square forward, or two squares forward as 
its opening move. This apart, the moves which are produced in combina- 
tions result from the intelligent use of known moves. 

We have seen that ‘training’ is always ‘training for’ something, and 
Peters (4) tells us that it always implies the acquisition of a ‘skill’ or a 
‘knack’. Drill therefore may be an essential part of training. If it is, it will 
always be an elementary part; it will be a large part of training only in 
cases where a low-level skill is being acquired. A skill may begin at the 
Jevel of drill; it must always end at the level of application. We saw that 


Ducasse used the expression ‘building into the mind? in his definition of 
‘instruction’. Ryle, speaking 


the mind, when he uses the term 


or the application of intelligence. 
‘skills’, ‘tastes’, ‘scruples’, which we 
acquire by training, cannot be defined as ‘inculcated automatisms’. We 
have to learn to apply and develop them. Even if we learn to ride a bicycle, 
we must ride it somewhere. The activity cannot take place in a vacuum 
or be entirely devoid of Purpose. The purpose is always determined by 
‘thinking’ and ‘deciding’. The Person who acquires habits through drill, 
develops both himself and what he has acquired by learning to apply 
them. 

Consequently, we can return for a moment to the problem of whether 


or not ‘rote learning’ is educational or merely drill. In the days of mental 
discipline and faculty psychology, rot 


Ryle continues by saying that 


» when it had improved the memon 
led its purpose. Similarly, arithmetica 
nd, and even so distinguished a thinker 
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as Plato suggested that dull minds should study arithmetic, since arithmetic 
sharpened the wits. 

Rote learning of Latin grammar or arithmetical tables can, however, be 
the first step in a larger process. It can be the ‘inculcation of automatisms’ 
necessary for efficiency in reading Latin literature or of solving mathe- 
matical problems. Ultimately, both Latin and mathematics may develop 
‘cognitive perspective’ in the learner. By this stage, he has advanced far 
beyond the initial level of drill. 

This is why the term ‘knowing how’ used by Ryle (5) is so important. 
He contrasts ‘knowing how’ with ‘knowing that’. We know ‘how’ to play 
the piano; we know ‘that’ certain things are true. It is interesting to recall 
that people often refer to a skill as ‘know-how’. Peters also links the term 
‘knack’ with skill and says that training for something involves the acquisi- 
tion of the appropriate knacks or skills. Ryle would add that the application 
of a knack or a skill requires intelligence. 

Ryle also argues that when we say that a person is skilful, we mean that 
he performs a particular operation well, that his work is ‘up to standard’, 
it ‘matches up’ well to certain criteria. But, so does the well-regulated 
clock. It can be said ‘to keep perfect time’, in exactly the same way as we 
can describe a man who is never late for anything as ‘absolutely punctual’. 
The difference between the two is that the clock does not need to have 
‘awareness’ to keep perfect time. It does not have to make decisions, such 
as whether to make an important 'phone call and be late, or to keep one’s 
Standards of punctuality at the expense of making the important phone 
call. 

We can now bring together the points that we have made. By drawing a 
distinction between ‘drill’ and ‘training’ we shed further light on training. 
In the same way, by shedding light on ‘training’ we came to a better 
understanding of education. Both training and drill entail repetition. Drill 
involves the repetition of simple movements or mental operations which 
result in habits. Training involves the repeated application of skills which 
have been learned. The skills are not always applied automatically. They 
Tequire intelligence to be brought to bear on the situation. For this reason 
Ryle says that training develops ‘intelligent capacities’ but ‘drill produces 
habits’, Drill dispenses with intelligence; training requires intelligence. 

In an interesting statement describing Spartan education, Plutarch (6) 
writes: 


as absolutely necessary. All the rest 


‘As for learning, they had just what w ia 
, to 


of their education was calculated to make them subject to comman 
endure labour, to fight and to conquer.” 


This is a most important statement for our purposes, since it not only 
helps to clarify ‘education’, but also emphasizes what we have been saying 
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in this chapter. Plutarch is really saying that much of Spartan 'education' 
consisted of ‘training’ and even of ‘drill’. There is even a suggestion of 
‘indoctrination’. He does not, however, say, ‘Spartan education was 
calculated to . . .’, but that ‘all the rest of their education’ was so calculated. 


THE RELATIONSHIP BETWEEN EDUCATION AND TRAINING 


It is now time to bring together again the terms ‘education’ and ‘training’. 
At the beginning of the chapter, we looked at training qualified by certain 
"adjectives. Some of these adjectives have recently been applied to ‘educa- 
tion’. We talk of ‘physical education’ instead of ‘physical training’; teacher 
training colleges have in recent years changed their name to ‘colleges of 
education’, and a degree in education has been established. Although we 
do not talk about ‘vocational education’ instead of ‘vocational training’, 
we shall see (in Chapter 8) that we Pair ‘vocational training’ and ‘liberal 
education’. We do not talk of “military education’ but only of ‘military 
training’. It was ‘military training’ that formed so large a part of Spartan 
‘education’. 

8g’ are meaningful, then there must 
‘physical education’ instead of ‘physical 
cher education’ with ‘teacher training’. 


Ss, called the ‘Guardians’, and the working 
uardians were capable of acquiring ‘true 
S were capable of acquiring only knacks or skills. 
Teceive education and develop insight into funda- 
tisans were to acquire ‘know-how’, by which they 
to flourish economically. The Guardians would 


; à aining. In support of this argument, it is claimed 
that their cducation was ‘to fit them to rule’. It was therefore as much 


vocational as the training in techniques and skills which the artisans 


such careers as the diplomati 
Service. We can examine 
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said about education, training, drill, habits, intelligent capacities, knowing 
how, and cognitive perspective. All these things help to provide an answer 
to the question, ‘Did Plato's Guardians receive education or vocational 
training?’ 

If the Guardians received vocational training, it is essential that there 
be a knack or skill of ‘governing’. We have already established that skill is 
‘knowing how’, and that we can know how to mend a fuse that has burned 
out (simple skill) or know how to play chess (complex skill). Both these 
examples, however, apply to ‘tangibles’. In order to perform the four ‘drill 
movements’ necessary to mend a fuse one need not know why the fuse 
burned out or understand electricity in general, but playing chess is not 
quite so simple. Nevertheless, the only difference between mending the 
fuse and playing chess is that greater use of intelligence is required to apply 
the more complex skill. But in chess one is ultimately governed by the 
rules of the game which dictate how the pieces shall be moved. 

If we turn now to ‘governing’, we see at once that it is not like the 
simple knack or skill of fuse-mending, nor the complex skill of playing 
chess. ‘Governing’ has to do with ‘the State’, an idea which has troubled 
philosophers throughout the ages. Even when we talk of “governing 
people’, we are thinking less of affecting their physical bodies than their 
minds and their emotions. Governing people is not comparable to moving 
chessmen. : : 

Governing requires, above all other things, something akin to what 
Peters calls ‘cognitive perspective’ and what we referred to as the synoptic 
or speculative role’ of philosophy. It requires a knowledge of principles 
and the understanding of human nature. Ethics and morals enter into it; 
tight and wrong are of paramount importance. One must understand and 
appreciate beliefs and the reasons for the acceptance of those beliefs. : 

For these reasons we must come to the conclusion that Plato's Guardians 
received ‘education’ rather than ‘vocational training’. Although they did 
acquire particular skills, such as the ability to think logically, from their 
Study of the fundamental principles of mathematics and science, supple- 
mented by a study of ‘dialectic’ (logic), there were ‘values’ in what they 
studied over and above these skills. The areas of study may have had 
Practical applications, but fundamentally they were ‘intrinsically valuable’, 
i.e. valuable in themselves. There is almost an implication of what recent 
Psychologists have calléd ‘transfer of learning’ in the education of the 
Guardians. ‘Transfer of learning’ means that the development of logical 
thinking in one area carries over into another area of study. Thus, if the 
Guardians learned the fundamentals of mathematics and science, they 
might more easily understand the fundamentals of government. 

The ideal educational system of Plato contained the best features of 
Athenian education as he knew it. In his famous funeral speech, Pericles (8) 
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describes the Athenians as "lovers of beauty without effeminacy'. Here he 
was contrasting the Athenians' enlightened education with the narrow 
training of the Spartans, which we have already seen described by Plutarch. 
The bedrock of Athenian education, and consequently of the education of 
the Guardians, was *what is worthwhile’. 

Further indication of this idea is found in the famous ‘Allegory of the 
Cave’ (2). Here Plato likens mankind to prisoners fettered in an under- 
ground cave so that they face the wall. Behind them, through the mouth 
of the cave, the sunlight streams and casts shadows on the wall. This is the 
only conception of reality that the prisoners have. Dark shadows are there 
for them to see, but they never see the substance of which the shadow is a 
reflection. Then, in telling words, he describes the task of education as 
that of ‘turning the eye of the soul to bring it face to face with reality’. 
This was exactly what he envisaged the education of the Guardians would 
achieve. Within education, as we have seen, there is nearly always, if not 
always, an element of training. In Chapter 5, where we shall deal with the 
aims of education, we shall see that the provision of vocational skills 
figures prominently among the aims listed by O'Connor. But education 


can never be equated with training, however complex the skills which 
training imparts. 


raining’; the process itself was education. 


School boy and his classical education with 


Capacities’, but it does not only h 
usefulness’ this type of educatio 


The Concept ‘Training’ | 51 


as James (10) uses it. It develops a sense of values, sensitivity, and apprecia- 
tion. Its product was the Guardian of Plato, the Courtier of the Renais- 
sance, the Hc: éte Homme of seventeenth-century France, the English 
gentleman. All these titles imply ‘values’ rather than ‘skills’. 

At the school level, we sometimes meet the problem of training or 
educating citizens. Again there is a similarity between being a ‘good 
citizen’ and being a ‘good ruler’. It is not something that is understood by 
acquiring the ‘knack’ or ‘skill’ of being a good citizen. It involves at least 
as much initiation into ideas and beliefs and values as it does direct teach- 
ing of modes of behaviour which are characteristic of good citizens. You 
may train good soldiers, but you educate good citizens. 


TEACHER TRAINING AND TEACHER EDUCATION 


Since this book is concerned with educational philosophy, and since we 
Said that far from suggesting unrelated theory we should make every 
éffort to underline its practical implications, it is appropriate to close this 
chapter with ‘teacher training’ and ‘teacher education’. The distinction is 
Not new. In the middle of the last century, the methods of training teachers 
as applied by Andrew Bell (12) were criticized. Two of the forms that the 
criticism took are most relevant for us. The first was that he ‘scoffed at 
theory and trusted to classroom practice entirely’. The second one shows 
the consequences of this attitude to teacher training. It was said that all 
that Bell's teachers learned from him was ‘To tell the tale as t’were told to 
them’. We are reminded of Ryle’s expression *inculcated automatisms’, 
and of another term which he uses, ‘parroting’. What was passed on to 
the teachers by Bell’s system was ‘inert’; it produced no understanding 
and no ‘cognitive perspective’. 

Yet in the last few years since the Bac 
established and ‘teacher training colleges’ bec 
there were teachers who talked about ‘sacrifi : 
Competence for the many, to a study of theoretical education by the few. 

This is a strangely narrow view indeed. Throughout the last half of the 
Nineteenth century, it was stressed again and again in England, Prussia 
and Switzerland that teaching was an ‘art’ rather than a ‘skill’. To train 
Someone how to teach (produce *know-how) was not sufficient. It resulted 
in mechanical teaching, in a narrowing of horizons to those which embraced 
à certain subject. It implied that there were certain ‘tricks of the trade’ 
which the more experienced passed on to the less experienced. 

This may be true of training motor mechanics, but it is not true of 
training teachers. When the motor mechanic puts a new part into an engine, 
he attaches one unthinking object to another. He can do it only in one 
Particular way, and does it in the same way every time. If he did not, the 


helor of Education degree was 
ame ‘colleges of education’, 
cing’ training in classroom 
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part would not fit into the engine. But the teacher is an individual on 
each child taught is an individual. For each the same subject matter : : 
have different meanings, or no meaning at all, or profound picaninp: E 
absurd to suggest that providing teachers with ‘knack’ or ‘skill’ can 
‘teacher training’. ' - 

us ka said that in applying a skill, the person should, in Ryle’s u 
develop both the skill and himself. It is open to question whether = 
motor mechanic achieves this. It is certainly most essential that it shou 
apply in the case of teachers. Y CINE 

"Teacher training’ lies within ‘teacher education’, just as training 
within ‘education’. But methods of teaching are not to be acquired as 
habits through drill and practice on stereotyped exercises. It is an indict- 
ment of teacher education that new methods are often so eagerly accepted 
without the demand for time to assess their possible effectiveness. Teacher 
training is also likely to inculcate that narrow attitude which we discussed 
in the first chapter, where the infant school teacher thought that com- 
prehensive education was nothing to do with her, while the secondary 
school teacher could see no relevance to him in infant development. It 1S 
as wrong to think that teachers require only vocational training, as it is to 
think that what Plato’s Guardians Teceived was vocational training. 

The rapid changes in Society make rapidly changing demands on the 


school system. There is the demand for new material to be included in the 
curriculum (as we shall see 


demand for the old teachin 
‘progressive’ methods. The 
Secondary education be ab. 
lished. There is a deman 
more and more ‘further 
New phenomena such as 
in the educational syste: 
that, in spite of the great 
increased educational opportunities, 


at school; that parents ought to have 
tion. 
ld be made ten times as long without any 


diffculty, there is a mixture of factors from both inside and outside the 


classroom. No classroom can 


array of problems which we have listed. 


It would be absurd to say that there should be no training for classroom 
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competence. This would be equivalent to saying that one could produce a 
concert pianist without training him to read music. Reading music is an 
essential piece of know-how, just as ways of teaching reading and methods 
of interesting children are essential 'know-how' for the teacher. 

But no teacher who enters the profession now is going to retire forty 
years hence and leave the same situation which he found in his first year. 
It has been suggested that manual workers may have to learn new skills 
and techniques every five years of their working lives. A changing society 
which makes demands on its manual workers cannot fail to make demands 
on its teachers. 

Only by providing teacher education can we provide each teacher with a 
chance to develop cognitive perspective, to see the significance of changes 
when they come, to assess what is best for particular groups of children in 
School. We cannot claim that we must educate an electorate, educate our 
rulers, and educate good citizens and then claim that we should con- 
centrate on training teachers, as distinct from educating them. Education 
will include training. Training can never be equated with education, and 
it can never be the larger concept which contains education. This truth is 
important for our consideration of aims (Chapter 5). 


NOTES AND REFERENCES FOR CHAPTER 3 


1 ‘What can Philosophy Contribute to Educational T! 
in Selected Readings in the Philosophy of Education, 
1958), Introduction to Part 1, Chap. 1. 

2 ‘Behaviourists’ is a term used to descri 
cerned, primarily, to answer the question ‘Hi 
Frequently, when the non-behaviourist attempts to answer this question, he 
talks in terms of ‘mind’, ‘intelligence’, etc. When Locke concerned himself 
with this problem in the seventeenth century he talked of the mind as a 
tabula rasa or clean state on which ‘experience’ wrote different things for 
different individuals. But the behaviourist condemns such terms as ‘subjec- 
tive’ (unscientific), because you cannot measure them in the same way as 
you can measure drops of saliva, or turns made by white rats running 
through mazes. 

_ It is on such things as this that the behaviouri 

like Lord Kelvin, that when you can measure what you are talking about 
and express it in numbers, you can say that you have knowledge of that 
thing, but when you cannot measure it and express it in numbers, your 
knowledge is of a meagre and unsatisfactory kind. The most famous names 
in the ‘Behaviourist School’ are: 


E. L. Thorndike (1874-1949), famou 


and *S(stimulus)R(response) bonds’. 10 | In 
dike's theory further, and introduced such terms as *association shift' and 


‘contiguous conditioning". He believed that the last response which the 
animal in the problem situation made was the crucial one for future 
performance. C. L. Hull (1884-1952). The concept of ‘habit’ and *habit 
family hierarchy' are central to Hull's theory. He does not accept that 


heory?’, C. J. Ducasse, 
ed. J. Park (Macmillan 


be a school of psychologists con- 
ow does "learning" take place?’. 


st concentrates. He believes, 


s for his ‘theory of connectionism" 
E. R. Guthrie, who took Thorn- 


54 


Aunt 


| The Philosophy of Education 


behaviour is a simple, single response to a stimulus, but that UT 
stimulus appears, the animal performs a number of ‘fractional oe 
goal responses’ before it makes the final response. It is from t lese iod 
tional responses that some less efficient behavioural forms are HE 
when the learning becomes more efficient. The symbol for these can me 
responses is r, B. F. Skinner, who is famous for his — of 
‘operant’ conditioning, as distinct from the classical conditioni A d 
Pavlov. The successful response to an unknown stimulus is made a is - 
period of random or ‘trial-and-error’ behaviour. Because this Queue z 
‘reinforced’, the probability of its being made on subsequent trials i si 
Similar situation is increased. The name of Skinner is associated M 
‘teaching machines’, which developed out of the basic ideas of ‘opera 
conditioning’. 
The classic work of reference on ‘theories of learning’ is a book by Dem 
name, written by E. Hilgard, and published by Appleton-Century in ps 
This is, however, an extremely difficult book for the inexperienced. For tht 
reason, readers of the present volume are recommended at this stage Le 
look only at the excellent summaries at the end of the relevant chapters. In 


à k AE X 
this way, they will spare themselves immersion in a mass of comple 
technical details. 


‘Knowing How and Knowing That’, 
Ryle’s book The Concept of Mind. 
been summarized in numerous b 
inexperienced students with a ge 
sophical thinking. It can be fou 


was originally a chapter from Gilbert 

However, it is so important that it has 

ooks and journals, where it provides 

ntler introduction to high-level philo- 
nd in Philosophy and Education, ed. 1. 

Scheffler, 2nd edn (Allyn & Bacon 1966), Part IV, Chap. 8. 

Ethics and Education, R. S. Peters (George Allen & Unwin 1966). 

See also 3 above. 


Plutarch (a.p. 46-120) was a somewh 
World. He was fund. 


ition, Plutarch wrote the Moralia, a collection of 
ethical, moral and religious writings. This was studied later by such famous 
nd Francis Bacon. i 
een “True Knowledge’ and ‘Opinion’ can 
wing diagram: 
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be simply illustrated by the follo 
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The reader should ask himself what, if any, is the relationship between the 
basic ideas of Plato shown above and the stages of thought development 
named by Piaget: 

Sensori-motor 

Pre-conceptual 

Intuitive 

Concrete Operational 

Formal Operational ; 
In the ene book of The History of the Peloponnesian War by Thucydides 
(460—400 n.c.) occurs the famous Funeral Speech of Pericles. Pericles bo 
the senior magistrate of Athens and delivered the speech to honour : 
Athenian war casualties in the life and death struggle with Sparta. va eh 
the reasons why the speech has become so famous is the accoun! bes 
Pericles gives of the way of life of Athens (the cultural state) and par je 6 
totalitarian state). Rather in the manner of Plutarch s Parallel Lives d 
above), Pericles shows by contrast the vastly different interpretation o 
term 'education' by the two sides. 
The Republic of Plato, Book 7, translated by F. M. Cornford (Oxford U.P. 
1941), 
An Essay on the Content of Education, E. James (Harrap os m 
Andrew Bell. His name is usually associated with Josep Mond Bell 
whenever English education in the nineteenth century 1s men s: hig: 
believed in what came to be known as the *Monitorial Syren ae 
By this method, an older pupil, after receiving the ap ‘on-the-spot’ 
instruction, was set to teach younger pupils. This ses nh would have 
training was severely criticized. To have its equivalent to bes to O-level 
to envisage A-level candidates in, say, French, teaching 
classes. 


Chapter 4 
The Concept ‘Child-centred’ 


MANY RELATED IDEAS BUT LITTLE CLARITY 


Certain words, such as ‘freedom’ and ‘kindness’, gain a ready acceptance 
by the hearer, because they are pleasant. Other words are repugnant and 
have the opposite effect on the hearer; ‘Concentration camp’ and ‘cruelty 
are examples. The point about all these words is that their effect is on the 
emotions rather than on the reason. They make an immediate impression, 
for good or ill, of pleasantness or unpleasantness. The term ‘child-centred’, 
often found in the expression ‘child-centred education’, falls inte the first 
of our two categories along with words like ‘freedom’ and ‘kindness’. 
Indeed, as we shall see, the ideas of ‘freedom’ and ‘kindness’ are implied 
on many of the occasions when ‘child-centred’ is used. Our concern, as it 
is throughout this book, is to measure the effectiveness of concepts not by 
their emotional appeal, but by how they stand up to rationa! analysis. i 
P. S. Wilson (1) tells us that in spite of all that has been written about it, 
the term ‘child-centred’ is one of the most obscure in the whole field of 
educational discussion. This may or may not be true, and we shall be ina 
better position to judge at the end of the present chapter. What is certain 
is that the mention of ‘child-centred’ brings to mind a large number of 
related terms — ‘self-expression’, ‘project method’, ‘Dalton Plan’, ‘Play 
Way’, ‘learning by experience’, ‘learning by discovery’ (‘Heuristic method’). 
Moreover, the term ‘child-centred’ reminds us of certain educational 
thinkers whose ideas are generally thought to have ‘child-centredness’ in 
common. These include Rousseau (‘negative’ education), Pestalozzi 


(Anschauung) (2), Froebel (‘Play Way’), Montessori (teaching by appar- 
atus), and others (3). 


'CHILD-CENTRED' ^ TERM OF PROTEST 


The first thing that we can Say is that the term ‘child- 
protest. Before the time of Rousseau, there had been a number of people 
(beginning with Montaigne) who had criticized the prevailing education 
as being unsuitable for many children. But none delivered such an impas- 
sioned attack as did Rousseau. 

From the time of the Renaissance, education had been ‘formal’ and 
*verbal'. Latin was the content, and the learning of Latin Grammar by 
drill methods formed a large part of the ‘activity of learning’. There was 


centred’ is a term of 
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no appreciation of individual differences, only a body of knowledge which 
an 'authority' (and we shall see in a moment that the authority from time 
to time changed) decided was good for the learner. Rousseau protested 
against this type of teaching in the telling words, ‘des mots, des mots, 
encore des mots’ (words, words, and more words). 

A later age described the formal method as ‘chalk and talk teaching’, 
and unimaginative Latin teaching as ‘gerund grinding’. The heart of the 
protest was that interest was entirely lacking in the learner. He could not 
understand the adult ideas which were being conveyed to him in abstract 
terms beyond his limited experience. Consequently, the best that he could 
achieve was rote learning of the material and the ability to ‘parrot’ it 
when required to do so. 

Yet the Renaissance itself was a protest movement against the narrow 
education which the Church had provided in the Middle Ages when, for 
the majority, education was a preparation for the hereafter, a means of 
obtaining salvation for the soul by learning the creed and the catechism, 
and such dogma as the Church determined. For the minority, education 
was designed to perpetuate the élite of the priesthood. 

Unfortunately, the gap between the Renaissance scholars such as 
Erasmus, with their appreciation of that full life which a study of the 
ancient world revealed, and the average schoolboy with his limited experi- 
ence and few opportunities for schooling, was so great that it could never 
be meaningfully reduced. A 

Subsequent protests included the Reformation, which protested against 
the claim of the priesthood that they alone could interpret the Scriptures, 
and the Rationalists, who claimed that the Church was little more than an 
empty, ritualistic association with no real substance. The Protestants 
demanded that every man had the right to read the Scriptures for himself, 
and to have such education as would enable him to achieve this, The idea 
was excellent, but disputes among the different sects resulted in the basing 
of the curriculum on the creed of each sect, just as it had been based onthe 
dogma of the Church in the Middle Ages. Similarly the ‘Enlightenment (4) 
failed to produce an educational content any less narrow than the content 
Which it criticized. The ‘authority’ of the Enlightenment was ‘Reason’. 


THE DANGER OF CENTREDNESS; CENTREDNESS AND CENTRATION 


We can at this point make a tentative suggestion that child-centredness 
was a protest against *content-centredness' or ‘curriculum-centredness’. It 


Was a movement which emphasized that the child is more important than 


Subject matter. All children are not alike any more than all adults are alike. 
h the same material by 


Therefore, it is foolish to believe that you can teac à 
the same method with the same degree of effectiveness to all children. 


58 / The Philosophy of Education 


We recognize in this interpretation a fact which is now accepted not 
only by modern PSychologists but by most teachers. However, any term 
involving the word ‘centred’ may be educationally dangerous. Just as one 
authority fell into the very faults which it criticized in previous authorities, 
SO some of those who said that too much attention centred on conr 
themselves centred too much attention on the child and on methods 0 
teaching him, to the neglect of ‘content’. 

If we think for a moment of Piaget's writings, we shall see why the Een 
‘centred’ is potentially dangerous. Piaget says that the thinking ofa chil 
in the pre-school years is ‘egocentric’, i.e. the child sees everything Hm 
terms of himself. His experience does not allow him to assess things n 
terms of their effect on other people. Later, when he goes from the infan 
to the junior school, his thinking is again described as ‘centred’ and the 
aim of junior school teaching is to enable him to ‘decentre’ his thinking- 
The term ‘centred’ here implies ‘fixation’. Indeed, it is ‘irreversible’, since, 
Piaget says, during the junior school years (the time of ‘concrete opera- 
tional’ thinking) (5) the child must learn ‘reversibility’ of thinking. He 
must, to use a very simple example, appreciate that 2+3 = 5 is the same 
as 3--2 = 5. This involves reversing the direction of his thinking. ‘Centra- 
tion' or irreversibility results in rigidity. At the adult level, rigidity results 
in such things as bigotry, prejudice, irrationality, s 

Davis (6) (as we shall see in Chapter 6) states emphatically that teaching 
is a two-way process. We talk of establishing a ‘two-way communication 
System" between the teacher and the learner: the name given to this !$ 
‘rapport’. Herbart (7) reminds us that this rapport is established through 


the act of teaching, which involves three elements: the teacher, the content 
of the teaching, and the learner. 


We can now see why there is a dan 


Ber that centredness will result in 
lack of balance or harmony, in ‘centrati 


attack on it (9). 


At the beginning of this chapter, we mentioned a number of terms 
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which the expression ‘child-centred’ brought to mind. At the end of the 
chapter, we shall try to determine what the real value of the concept ‘child- 
E for present day education. To clarify our thinking still further, 
he m puer three ideas which frequently occur in connection with 
Nature’) M child-centredness: naturalism (or ‘education according to 
and need ew by experience/discovery (contrasted with ‘instruction jn 
conce eh i ; EM needs curriculum". We shall apply the technique of 
sine td nalysis to determine to what extent favourable acceptance of the 
^s eas is rational and how much emotional. We shall be very much 

neerned with ‘evidence’, since emotional reaction is subjective, while 
evidence is necessary for objectivity. Objectivity and rational thinking go 
hand in hand. 


NA 
TURE, NATURALISM, EDUCATION ACCORDING TO NATURE 


br ‘Nature’ is capable of anumber of interpretations. Consequently 
ina. aot meaning has been determined, it is impossible to decide 
fe € expression education according to Nature has meaning or 1$ 
Y à catch-phrase or ‘emotional rallying-point’. 

i When the Romans used the expression secundum Naturam vivere (to 
ive according to Nature), there were usually two ideas involved, the one 
dependent on the other. The first was an idea of protest, since Nature was 
ta and simple’ compared to city life, which became, like our own, 
eni complex and frustrating. The mind, in an attempt to escape, 
sid ized Nature in its second and related meaning, namely an ideal 

‘Stence’ of unspoiled peace and calm which man had destroyed when he 
built cities and became filled with materialistic ambitions. This escapism 
Pictured the state of Nature as a Golden Age which had passed beyond 
recall, Similarly, Rousseau, in the eighteenth century, in his prize-winning 
essay (10) depicted life in a ‘natural state’ as spontaneous, simple, happy, 
Contented, earnest, and honest. It was exactly the opposite of the artificial 
Parisian life with its divisions between rich and poor, which was destroyed 
by the French Revolution. This man-made society was superficial, hypo- 
Critical, unfeeling, and cruel, as degenerate as the worst type of society in 


ancient Rome. While Rousseau was prepared to accept ‘natural differences’ 
among men, he could see no justification for ‘artificial differences’, such as 
> 


‘social class’. : 
However, it is wrong to Suppose that Rousseau was the first educational 
, 


thinker to advocate *education according to Nature’. Comenius, born one 
hundred and twenty Years before Rousseau, drew analogies between the 
way Nature went about her work and the way the educator should go 
about his. Thus, he said that "Nature observes a suitable time’, ‘Nature is 
not confused in her operations’, “Nature does not hurry but advances 
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slowly', *Nature prepares the ground carefully in advance'. Education, 
Comenius implied, must follow the same ways of working. However, 
Rusk warns of something that we have mentioned frequently in this book: 
the danger of basing ideas on preconceptions. He says that what Comenius 
did was not so much to advocate ‘following nature’ in education, as to 
draw analogies from Nature to justify certain preconceived ideas of his 
own. 

Many years ago, Ross (11) stressed that ‘naturalism’ in education was 
not the same as the naturalism of the physical sciences, nor the naturalism 
that can be regarded as “mechanicalism’, i.e. the belief that when he learns, 
man functions like a machine. We saw this idea when we spoke of the 
Behaviourists, especially Skinner and his teaching machines. Instead, Ross 
Says that naturalism in education Stresses the evolutionary character OF 
nature of man. It stresses what he has in common with the animals rather 
than stressing his spiritual nature (12) and the reasoning faculty that 
Separates man from the animals (13). This emphasis is on instincts, primi- 
tive emotions, and unsophisticated judgments. This, in naturalism, 
becomes idealized as the ‘noble savage’. In such terms, stressing the 
natural characteristics of a child’s education or advocating educating a 
child according to Nature is really saying that education should allow him 
to develop ‘naturally’. We shall see the weakness of this argument in à 
moment. 

Monroe (14) indicates another interpretation of the ‘naturalistic trend’ 
in education when he Stresses the naturalism of physical science which, 
says Ross, the naturalist educator neglects. Monroe equates ‘naturalistic 
trends’ with the demand for ‘realistic education’, i.e. education through 
things not words, which developed with the tise of modern science and 
led to the doctrine of Anschauung or ‘sense perception’ as the basis of true 
knowledge, which we have already seen in this chapter. 


© concept ‘nature’ and the expression 


Nature’ as a way of avoiding reference to God. In this sense, it is often 
the same as the ‘Natural order of things’ or ‘Natural Law’. Using Nature 
in this personified sense Rousseau Says: ‘Fix your eyes on Nature; follow 
the path she treads.” Later, when he talks about the creed of the Savoyard 
Vicar, Rousseau stresses a ‘natural religion’, that is one from which the 
supernatural element, or God, is excluded, 

In the second sense, ‘nature’ means Something closer to natural phe- 
nomena, the things around us. This is shown in the Statement: ‘No qas 
book than the world, no other teacher than things.’ Finally, and this for 
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our purposes is the most important of Rousseau's interpretations of the 
concept ‘nature’, it means, to use his own words, ‘the internal develop- 
ment of our senses'. We shall see in a moment that this may mean no 
more than what modern psychologists mean when they use the term 
maturation’, or readiness to perform certain acts without prior teaching. 
3 a certain age, the infant is ready to crawl, climb stairs, walk. Attempts 
© teach him before he is ready may retard his natural progress. Modern 
Psychology has developed such ideas as 'reading readiness' and *number 
ee Nie in primary schools. Modern psychology says only that there is 
Ppropriate time for each child to begin to LEARN such skills as reading 
and number work. It does not recommend that he is left to acquire them 
soa fashion. Even Pestalozzi recognized the folly of this when he 
AO education must be taken out of the hands of blind, sportive, 
Hardie (16), a modern analytical writer, declines the attempt to deter- 
a what the statement, ‘education according to nature’, means, because 
s ch writers as we have considered are not agreed among themselves about 
its meaning and because they do not use the expression consistently to 
convey a single meaning in their individual writings. He dismisses the 
Proposition as we dismissed the proposition: ‘Education is a preparation 
for life’, because it is so vague as to be meaningless. What he does examine 
1$ a number of statements which develop out of the idea of *education 
according to nature', and which are often put forward to explain its 
meaning. The first of these is: ‘Education ought to enable the child to 
develop according to the laws of his own nature.’ The simple interpretation 
Of this statement is that education must enable the child to grow mentally 
and physically; conversely, education must not retard the physical and 
mental growth of the child. It would be extremely difficult, Hardie argues, 
to do either. Nor is it likely that education has ever been conceived as 
aiming to do either. If we say that this natural process of mental and 
Physical development is ‘maturation’, we are virtually saying that educa- 
tion must allow maturation to take place. Again, even if education could 
Stop this process, it is a very limited aim to say that education must allow 
à process to take place which will take place anyway, in the nature of 
things. 
The second statement, which Hardie examines as one designed to explain 
‘education according to nature’, is close to the idea of Anschauung to 
which we have referred twice already. The statement is: ‘The only source 
of true knowledge is direct experience or nature through our own sense 
impressions.’ We can see that this is a ‘protest statement’, opposing that 
verbal formal education which we saw stemmed from the Renaissance. 
However, a moment's thought will show just how naive the belief is. 
According to the theory behind the statement, unless I can see, or touch, 
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or smell, or hear something, I have no 'real knowledge' of it. I can have 
knowledge of a daisy, since I can see it, touch it, smell it. I cannot have 
knowledge of Africa unless I go there. Even then, how do I know that the 
place I go to is Africa? Someone must tell me. 

There can be only two results of this theory. The first is that I shall 
know only the simplest things which everyone can know; I shall have 
knowledge of the things around me. Alternatively, I shall know more than 
this, but the knowledge will take a very long time to acquire, since it will 
involve, for example, travelling to Africa in order to know Africa. It will 
also be terribly expensive. 

It is much more sensible to admit, with Hospers (17), that there are 
many sources of what we call ‘knowledge’. Hospers names *propositional 
knowledge’ (including knowledge of concepts), ‘knowledge based on 
authority’, ‘knowledge by intuition’, ‘knowledge by faith’, ‘knowledge by 
revelation’ and “knowledge obtained as the result of inductive and deduc- 
tive reasoning’. We need do no more than notice the number of types of 
knowledge, which Hospers mentions. He does not accept them all as 
‘knowledge’, but this does not mean that people do not interpret ‘know- 
ledge' as one or all of these. 

For our purposes we need consider only the distinction which Bertrand 
Russell draws (18) between ‘knowledge by acquaintance’ and ‘know- 
ledge by description’. Hardie Says that an example of ‘knowledge by 
acquaintance’ is the statement that ‘this table is brown’ made by some- 
one in the presence of a brown table. For *knowledge by description" 
he gives as an example, ‘The Prime Minister lives at No. 10 Downing 
Street’. 

We can immediately see that our problem, ‘How do I know about 
Africa?’ is solved for us. I learn about Africa n 


; ot ‘by acquaintance’ but 
"by description’. Somebody, 


n » sometime, had direct acquaintance of Africa 
and at some time communicated this knowledge to others. By the time T 


receive it, we may never know who was the person who first had first-hand 
experience of Africa. Unless we accept ‘know 


shall accept very little. We do not merel 


Portant thing is to realize 
f knowledge indicated by 
lives at No. 10 Downing 


Pieces of knowledge by 
different methods. When we teach, we shall find that our pupils obtain 


both kinds of knowledge. “Knowledge by acquaintance’ is knowledge 
which depends on our own sense impressions of Nature, ‘Knowle dee by 
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MUR id p not depend directly on our own sense impressions of 
song. Where in onigimaliy depended on someone’s direct sense impres- 
PROE i said that ‘education is a process of initiation’ (in Chapter 1), 
Sifsónal Mies that all knowledge could not be as the result of direct 
baud Vp d idee: The race has accumulated a vast amount of 
side aequ and through education, formal and informal, inside and out- 
Tews aes people into it via ‘knowledge by description’. 
direct ex "ia the idea that the only true knowledge comes from our own 
as oe rh of Nature, we not only rule out such areas of knowledge 
ae ics, we also devalue the use of language. Language is used 
senses is y to convey ideas where direct experience of Nature through the 
not possible. 
eon Proposition that Hardie rejects is: ‘The education of the child 
pressed ‘he recapitulation of the stages of development of the race com- 
fault as Cus a much shorter time span.’ This idea suffers from the same 
tionis menius’s idea of education according to nature. The ‘recapitula- 
develo ; as we may call them, read into the child's development the 
EN am of the race, and then ‘idealize’ this as the way in which true 
ion functions. 

Ma a belief resulted in the ‘heuristic’ method by which the child. is 
ám Sed to discover knowledge for himself as his primitive ancestors did. 
one we are faced with the problem that we met in ‘learning by direct 
an fees of nature through sense impressions’. It is an extremely long 
indo dena process. In addition, there is a good deal of trial and error 
the ii itrariness. What guarantee is there that every child will make all 
sential discoveries, and how can there be any standardization of the 
knowledge obtained? Such individualism, even if desirable, is scarcely 
Possible in today’s educational conditions, with society demanding so 
many skills from all its members. Again, one of the greatest discoveries of 
mankind — language — is undervalued. Highly-developed language makes 
the learning process more rapid and efficient. 
If we attempt to sum up the basic strengths and weaknesses of 'education 
according to nature’, it is difficult to find any real value in the idea, except 
that it is essential that what the child is taught through words must coincide 
with his own experience. Unless we remember this, the words we use will 
not only be meaningless to him, they may also be rote-learned and become 


a definite source of error later On- — NE 
But the methods which the naturalists adopt to avoid this danger are 


extreme ones. The defects of the system outweigh this single advantage. 
As long ago as Plato, it was recognized that there was a ‘bare essential 
way of life’ and a ‘comfortable way of life’. By including the idea of 
‘worthwhileness’ in his criteria for education, Peters suggests that the 
process we © education goes well beyond caring only for the bare 
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necessities of life. The naturalistic emphasis is rather on the rudiments. 
Much as Plato looked down on the skills acquired by his artisans as their 
‘education’, he aporeciated that the art of exact measurement did away 
with mere manipulation and that guesswork which depends upon sensa- 
tion. And yet, it is ‘manipulation’ and ‘guesswork’ which seem to receive 
undue emphasis in ‘education according to nature’. 

Nash (19) admirably expresses the strengths and weakness of the natural- 
istic approach when he says that the key criteria which determine whether is 
technique can be acquired for the benefit of the child are the maturity of 
the child and the nature of the material. Thus, if a child in the infant school 
wishes to make an elephant with his plasticine, he may be left to perform 
the task unaided. He knows what an elephant looks like; he has sufficient 
coordination to manipulate the clay. Whether the finished animal matches 
up to what we think an elephant ought to look like is irrelevant. The child 
makes it, announces that he has ‘made an elephant’ and is pleased with the 
result. If the ten-year-old wishes to make an oak stool, we have a different 
situation. The material is much more difficult to handle than the plasticine, 
he has not sufficient manual skill to perform the task unaided. If he tries, 
he may well injure himself, waste an enormous amount of time and material, 
and be entirely frustrated by the outcome. There is none of the desirability 
in the second situation which we saw in the first. 

As we shall see later (in Chapter 7) when we discuss ‘curriculum’ and 
its relationship with ‘culture’, the teacher has to act as a ‘selecting agent. 
He has to determine what knowledge and skills are most necessary for his 
pupils from the great body of knowledge and skills available. He must 
make his choice in terms of the Stage of development of his pupils, and 
the ‘needs’ of children, which in turn become the needs of adults, always 


: Y experience. Some of these experiences 
are controlled by the family, such as early opportunities for socialization. 


Others are what we might call random experiences, such as smoking our 


first cigarette at an early age. In this respect different individuals have 
different experiences and learn different lessons from them. 


In school, generally speaking, the control of experiences is much greater. 
It may be the task of the teacher to provide Some pupils with necessary 
experiences which a good home provides but a bad home does not. Society 
entrusts the teacher with status and authority, and in return expects certain 
things of the teacher. To this extent, there is greater ‘social control’ over 
the experiences which the child receives in schoo], It is appropriate at this 
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Point to consider the in i 
next of our three main ideas which develop within 
the concept *child-centred'. ; 


INSTRUC 
TION AND LEARNING BY EXPERIENCE OR DISCOVERY 


The i . 
eae se tendency in these days of increasing emphasis on 
life, Uo unn to regard instruction as a denial of freedom for the 
slogan than ED y, the phrase "learning by experience" is more of a 
are also ERR Sg ie idea, since instruction and learning by instruction 
Our attention on T (20). We shall, therefore, in this section concentrate 
bises E le phrase learning by discovery’, or what used to be 
ui euristic method’ from the Greek verb heuriskein, ‘to find 
iru DR is condemned as ‘formal’, ‘denying interest’, and ‘authori- 
Present Lu whose creed is found in the words of Rousseau: 
1s Bir amd astei ie is the motive force, the only motive force that takes 
motivation Ri ew, if any, teachers would deny that both interest and 
both, no su 9 paramount importance in teaching, and that, without 
thie elie « Sean teaching can take place. But it is one thing to make 
and. motiv a quite another to assume that instruction makes both interest 
eiker n in the learner impossible. Instruction is emotionally 
interpret à e progressives because without analysing the concept, they 
Ned n as Rousseau's deadly sin’ of forming the child's mind prema- 
derives E. d of learning by discovery believe that ‘education’ 
by Seana: educere, ‘to lead out ,as we saw in the etymological definition 
derived T, e in Chapter 2. The instruction school' takes the word as being 
rom educare, ‘to form or train’. 
m rns. although the basic problem can be expressed, and has 
een expressed, in the question, ‘Do we learn more effectively if we 
are told something, or if we learn something for ourselves?', there is no 
€qually simple answer. We must ask, ‘At what age?', ‘For what ability 


Tange?’, ‘What is to be learned?’ 

Thus the term ‘learning by experience’ cannot be limited to activity 
lessons or activity methods. For this reason we decided to use the term 
‘learning by discovery’ to represent the ideas of the progressive school. 
For them learning takes place when spontancous activity leads to a dis- 
covery. 

Unfortunately, a child may be active without discovering anything. At 
other times, he may discover something without realizing its significance. 
The behaviourist claims that ‘reinforcement’ of the discovery is essential. 
Consequently, we can say that it is dangerous to claim that learning by 
discovery is essentially better than being instructed. This does not, how- 
ever, ‘prove’ that instruction is always justified. 7 
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The first point which we appear to have suggested is that we must avoid 
extremes. It is as extreme (and futile) to claim that ‘We must tell people 
everything', as it is extreme and futile to claim that we should allow 
people to find out everything for themselves, or that ‘We must never tell 
people anything’. In these terms instruction and learning by discovery are 
equally unacceptable. 


bvi S nnot, in the first place, assume that the 
mental activities of the thirteen-year-old who is beginning to learn French 
are the same as those ofa three-month-old bab 


circumstances do not hold for a Second language, Thirdly, Lado (22) tells 
us that we learn any Subsequent language through the habits acquired in 
. When learning the mother tongue, we had no 


Some traditional instructional methods. 
all them ‘natural’ methods, : 
ess and lack of meaning of the expression 
‘Learning by discovery' is often equally 
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vague and meaningless. If one states what is to be discovered, the activity 
of the learner ceases to be natural and spontaneous. It becomes directed 
activity in a structured situation. The structuring may not be repressive, 
but it is there nevertheless. Once the situation is structured, the teacher 
knows what he expects the child to discover and hopes that the structuring 
of the situation will enable the learner to make that discovery. Thus, 
providing Cuisenaire rods is structuring a learning situation. Within this 
structuring, some learners may see relationships between the rods on 
which number concept will later be based. Other children may make no 
such discoveries, and may merely regard the rods as pleasantly coloured 
toys. 

Similarly, it is dangerous to generalize about instruction (24). In the 
Past instruction may have involved bullying and the denial of interest. It 
can easily be shown that bad instruction results in the child forming 
verbal habits', acquiring material that he will repeat parrot-fashion with- 
out understanding it. 

In the last section, we saw the difference between ‘learning by acquaint- 
ance' and "learning by description’. The latter can take place only through 
a ‘formal’ method of teaching, of which instruction is one. If we go back 
to the child who wished to make an oak stool, why should it be assumed 
that if he is instructed in the skills necessary for making the stool, he will 
automatically become uninterested in the task? Conversely, what assurance 
is there that the child set to learn by discovery, who discovers nothing or 
discovers something which he does not recognize as a discovery, will 
automatically be interested? Skinner and his followers, who advocate 
teaching by programmes, believe that the greatest rouser of interest is the 
knowledge that one is succeeding. Consequently, in a simple linear pro- 
gramme (where the material to be learned is presented in a series of 
‘frames’, one after the other), the child is told immediately if his answers 
to questions on the information in the frame are right or wrong. In addi- 
tion, the material presented is so small and so simple that it is very difficult 
for the learner not to give the right answer. This is an extreme form of 
Structuring. Those who advocate learning by discovery appear to believe 
that trial and error are good. They imply belief in the idea that we learn 
by our mistakes. Skinner believes that every mistake made is the first step 
to forming a bad habit. For him, the safest way to learn is by never making 
a mistake. 

If we pursue our line of ‘combined methods’ further, very few teachers 
tell their pupils everything. A good teacher may instruct for so long; he 
May give the necessary basic information. Then, at a certain point, m 
makes his pupils deduce the next step from what they have been told. 
Are we to assume that, in this situation, the deduction is not a form or 
discovery? On the other hand, when we teach so-called *remedial children', 
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we have to tell them everything, at least in the early stages. They have 
failed to learn for so long that they are unable to discover anything. 
Failing to discover over a long period of time is frustrating. 

Dearden says that the chief feature of instruction is the ‘direct imparting 
of knowledge’. As a result instruction is often concerned with the inculca- 
tion of facts. It is arguable that facts ought tó be taught directly, not 
implied or hinted at. Once we imply or hint, there will always be some 
child who does not grasp the facts. The danger is that the giving of facts 
may become an end in itself; it may not always be followed by a structured 
situation where a problem has to be solved by using the facts acquired. 
Instruction can thus become associated with rote-learning. Again we must 
Stress that what ‘can become’ is not inevitably what is. 

It is important to realize that instruction uses language for in this lies a 
danger. We said, in connection with learning by discovery, that some 
children will make no discoveries. Equally, some children may not learn 


from instruction because they do not understand the language of instruc- 
tion. 


Bernstein (25) tells us that th 
language we call English. Thes 
speech’. The latter is what us 
meant that it was English acce 
class language, and the langua 

"Public speech' is used to c 


ere are two forms of ‘language’ within the 
€ he defines as ‘public speech’ and ‘formal 
ed to be called the ‘King’s English’. This 
pted as grammatically correct. It is a middle- 
ge of instruction as well, 

onvey meaning irrespective of whether it is 
Trect or not. I can Say, ‘I have seen no one’; 
rammatically correct. I can also say, ‘I ain’t 


nveys meaning, but it is not grammatically 
Correct. 


Also, I can say to a child about to step out into the road without looking 
to the right and left, ‘Stand still’, the 
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*Because I say so'. Arguments are won by the person with the loudest 
voice. 

It is often claimed, and the claim can be supported by evidence, that 
such children are often unable to understand the formal speech of instruc- 
tion in school. They are used to concrete things only, not to abstract ideas. 
They are used to short, simple sentences and cannot follow long, complex 
ones. But are these children any more likely to learn by discovery? They 
are used to doing as they are told. A good deal of the speech they hear 
consists of commands and instructions. We can see now that the more 
we analyse our two terms 'instruction' and "learning by discovery', the 
more difficult it becomes to answer the question which is the better method. 
What does become clear is that the answer, if reached, will not be as simple 
and clear cut or as universally true as the question implies. 

If we go to the other end of the ability range and think of the academic- 
ally able child in the secondary school, we find that he has a well developed 
‘conceptual sense’. He can work in terms of abstract ideas, is capable of 
manipulating the symbols of language and mathematics. Moreover, he is 
often able to derive enjoyment from the manipulation itself. He enjoys 
solving mathematical problems by calculation. The language of instruction 
is meaningful to hini. Given the basic information he is then able to make 
discoveries for himself in terms of solving complex problems. Yet even 
with able pupils, such ideas as ‘Nuffield Science’ are thought to have 
Possibilities. ‘Learning by discovery’, meaningfully defined, is not ruled 
Out as a possible method of teaching the very able. 

An examination of the concepts ‘instruction’ and ‘learning by discovery’, 
reminds us of what Wilson wrote (25) about the question *What is educa- 
tion?’ He stated that in attempting to answer the question we would 
unearth no hidden treasure, simply because there is none to unearth. 
What we will discover is a greater awareness of the implications of the 
question. This is the first step towards a meaningful solution. What applies 
to the question ‘What is education?" applies also to instruction and learning 
by discovery. The investigation of the two terms, far from yielding a 
Single, simple answer, makes for greater awareness of the danger of using 
the terms loosely. In such cases, emotional connotations replace logical 
analysis. Preconceived ideas take the place of objectivity. 

The aim of instruction is not merely that certain material shall be 
committed to memory and ‘parroted’ at a given moment. We saw, when 
we considered the concept ‘training’, that there were various levels of 
‘knowing how’. Some of these were more complex than others. But we 
also saw that the aim of training was to develop intelligent capacities 
rather than habits. Habits are the result of a much narrower concept, 
‘drill’. Behaviourists believe that habits result from repeating conditioned 


Tesponses. 
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So it is with instruction. We can have instruction at the elementary level 
of learning the physical movements necessary to fire a rifle, or to put 
together a plastic model. At the higher level we can have instruction in the 
propositions of advanced mathematics. We can also undergo a ‘course of 
instruction’, if we leave one Teligious sect and join another. This is often 
regarded by people outside the sect concerned as no more than ‘indoctrina- 
tion’. However, instruction in the beliefs of a religious sect and instruction 
in higher mathematics ought to have one thing in common. If the instruc- 
tion is genuine instruction, it ought to provide the learner with the basic 
information which he needs if he is to have insight into (understanding of) 
religion or mathematics. The information is provided as the bricklayer is 
provided with bricks. By correct use of these bricks, the bricklayer builds 
the house. 

Learning by discovery, then, has different meanings at different age 
levels. The child in the reception class is not nowadays required to make a 
sudden transition from the informal exploration of play at home, to formal 
learning by drill at school. But his play or exploration is guided in certain 
directions by the teacher. The purpose is that all the children shall learn 


partly by ‘haptic perception’ (sense of touch). But certain objects, Piaget 
tells us, are more useful and im 


example, of geometrical solids la 
geometrical ideas in the final 


way he learns the difficult concept ‘causality’. Here, one thing happens 
‘because’ of another. 


€ rods, he can play with them only 
[lie e ilable. The child would not discover 


: desire. We hear that they aim to 
let the child ‘fulfil himself’, ‘attain hi 
life problems’. But what do 
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fear of ‘forming the child prematurely’. Yet it is difficult to reconcile this 
point of view with the idea that teaching is a process of two-way com- 
munication. In the end the child can only feel that the teacher does not 
recognize him. The child from the insecure home may crave this very 
recognition which the non-directive teacher cannot give in terms of his 
non-directive role. 

It seems then, in view of what we have written, that once we define 
more clearly what we mean by the terms ‘instruction’ and ‘learning by 
discovery’, they are not poles apart. Unless we use an extreme interpreta- 
tion, or define the terms in the light of preconceived biases and prejudices, 
they are not two alternative methods. It is not a question of choosing one 
or the other. At none of the levels we have considered would such a choice 
be completely appropriate. At the levels considered, it is necessary to 
have a different proportion of the two approaches. This proportion is 
decided not in subjective terms, but in the light of psychological evidence, 
Particularly evidence of the way in which children develop mentally and 
Physically. We must appreciate that the child who performs Boyle’s 
expetiment is no more doing exactly what Boyle did, than the child who 
learns French in the secondary school is learning French like an infant 
Native of France learning his mother tongue. We provide the child in 
Science with the apparatus and guide his thinking. He only tries out Boyle’s 
Procedure; he does not make Boyle’s discovery. Similarly, the child who 
fills in the last line in the following process of deductive reasoning is not 


discovering it as Aristotle did: 


All men are mortal, 
All Greeks are men. 
All Greeks are mortal. 


t that activity in learning is not merely physical. 


Finally, we must accep 
t being mentally active. We can be 


We can be active physically withou 
mentally active while sitting at a desk. It is clear from this that the term 
‘activity methods’ often lays more stress on physical than on mental 
activity. It is a misinterpretation. Similarly, it is a misinterpretation of 
instruction’ to equate it with ‘chalk and talk’. 

The final lesson is that we must examine with the greatest care methods 
which are described in the form of a slogan, such as ‘learning by discovery’. 
This is necessary because slogans often describe protest methods which go 


to the other extreme in order to make their point. . 
We have attempted to assess the merits and defects of both instruction 


and learning by discovery. We have thought in terms of children of different 
ages and abilities not in terms of a hypothetical child, as in ‘child-centred- 
ness’, In this way we have tried to give meaning to ‘child’ as well as to 
centred’. 
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NEEDS AND THE NEEDS CURRICULUM 


‘Needs’ is a term requiring strict analysis. We can say that the basic 
biological needs of man are air and food; without these he cannot live. 
In civilized society, we add shelter and earning a living to these basic needs. 
The first depends on the second. In primitive societies, shelter does not 
depend in the same way on earning a living. Primitive people build their 
own houses, and hunt and fish to feed themselves, not primarily to earn a 
wage. Because of this we can define ‘shelter’ and 'earning a living' as 
‘acquired needs’ or ‘second-order needs’ in civilized man. 

Needs can be confused with wants. To determine whether the respective 
terms are being used correctly (within the boundaries of their ‘logical 
geography’) we must examine certain Statements in which they appear. 
Again we are reminded of the value of linguistic analysis directed at 


Statements, and concept analysis which assesses concepts both alone and 
within statements. 


Ican say, 
to which wi 


‘Need’ here means ‘have need of? or ‘lack’. However, the two ‘needs’ are 
not automatically the same. We could picture an extreme situation where 


onnected with one's survival. Usually 


it means simply that, in the absence of a Screwdriver, some task will 


Again we can Say, ‘I need more mone 
need, if we mean that we have insufficient money to buy food and pay rent 
or mortgage repayments, i 


which, on my present Salary, I cannot afford, The second use is a much 
looser one. 


€ to buy it in 
also possible, when we wish to tighten 
screwdriver’. Finally, it is o. 
good meal’ when he is feeli 
that a starving man ‘needs’ 


the absence of more money. It is 
or loosen a Screw, to say, ‘I want a 
ne thing for an ordinary man to say ‘I need a 
ng peckish, but quite a different matter to say 
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empl 

aa pe di oa! even say that our nation ‘needs’ full employment. 
ihe T y med we mean ‘it is desirable’ or ‘it is in keeping 
siia PA T a eliefs’. We are also coming close to the area of human 
prc RU : 1 ea that every man has the right to earn a living. Looked 
Ait soa und eise the establishment of social service benefits has to 

PE de ee away with the need’ to work in order to earn one’s food. 
E PE E basic ideas when he writes that there are two 
P S s run need . He admits that the classification is crude, 
Moccia a beginning for concept analysis. Moreover, his classifica- 
«Meg dui ^d useful for our purpose, since it shows a definite connec- 
EE Aare x terms needs’ and the ‘needs curriculum’. Before we 
ace par n 5 idèas, however, there are two terms which we must 
hack es 2 [eios and ‘descriptive’. If the reader casts his mind 
sata that ae T : where we discussed definitions, he will recall that we 
dennin JA e» into two categories. One category was ‘descriptive’ 
gainer a ictionary definitions, such as ‘a tiger is a four-legged 
he wih pon vid Were stipulative’, i.e. they ‘stipulate’ the meaning 
This type a d ave, e.g. philosophy asia process of asking questions’. 
eet a also be called ‘prescriptive’, since 1t prescribes the way a 

e defined. 

If we think about grammatical rules fo 
oe of Latin teaching used prescriptive ru 
E HX Latin sentences. But Politzer (29) 
hé on escriptive. This means that instead of 
i us how people do speak. If we understan 

can look at Komisar's ideas further. 

- raglan says that the word ‘need’ can 
hi warned’ is such a use: for we mean 

is own good’. The interpretation of the ne 
who makes the statement. Thus an anxio 
associating with a married man may Say, ‘She needs 2 warning’. From the 
mother's point of view, the need is glaring and immediate. The daughter, 
however, may not be aware of the need and indeed may resent the warning 
NE it. This is an important distinction to bear in mind when we 
a about such statements as ‘the curriculum should be determined by 

e needs of children’. Do we mean ‘needs’ as trey exist and are generally 

hore or what we interpret as ‘needs’ to tally with our preconceptions? 
tis all too easy to accept glibly something like ‘learning by discovery’ as a 
teaching method and then invent some ‘needs’ in children to justify it. In 
the same way, we saw that Comenius called in Nature to justify his ideas 


about education and teaching. 
: Komisar calls the second use of ‘nee! 
asically, is whatever it is that makes us 


r a moment, we shall see that the 
les. These told us how we 
says that linguists regard 
telling people how to speak, 
d this distinction clearly, 


be used p:escriptively. *He needs 
that he ‘requires’ a warning 'for 
ed is in the mind of the person 
us mother whose daughter is 


ds’ ‘motivational’. Motivation, 
do certain things. We may be 
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motivated to learn Japanese, to become a teacher, or to acquire fame. 
There is still an idea of ‘necessity’ in the motivational use of ‘needs’. But 
this time we look at the situation from both sides, from the viewpoint of 
both interested parties. We may say that the adolescent daughter needs a 
warning; equally truly we may say the daughter needs understanding. 
This is a need which the parent can supply, just as she can supply the 
warning. But it is the daughter’s state which decides the nature of the 
need. We may argue that the daughter ‘needs’ the warning but only 
‘wants’ understanding. However, it is also reasonable to say that some 
emotional wants are so necessary to emotional stability that they are 
tantamount to ‘needs’. 

There are three types of prescriptive need. Their titles may be somewhat 
confusing, but illustration will make them easily understood. The first type 
is ‘aim-directed’, by which we simply mean so 
to go to school’. The whole state: 
It is consequently like all aims — 
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about the needs of society and concentrate solely on the real or imaginary 
needs of the child. Socrates said that it is the task of the educator to find 
Out each person's arete. This Greek word means 'excellence'; we would 
call it ‘strong point’ or ‘aptitude’. Plato continued by saying that once the 
aptitude had been discovered, the individual should be given the appro- 
priate training to enable him to benefit himself and society. 

The above paragraph suggests another and possibly -more reliable cri- 
terion fc - ‘needs of children’ than some of the sentimentalized needs put 
forward by the naturalist school. One's abilities (31) and aptitudes create 
certain needs which education must fulfil. Because different pupils have 
different abilities and aptitudes, they have different needs. By discovering 
these needs and educating accordingly, the educator can be said to be 
'child-cen'ved' (in a justifiable sense). He can also be said to be making 
Possible individual development through initiation into the content of 
education. 

But there is always the danger that emotional thinking will creep in 
even at this level. James (32) has warned us that we often refuse to accept 
that brilliant pupils need a special education. But we never deny that 
'educationally subnormal' children have special needs. We feel sorry for 
the educationally subnormal; we often resent brightness and seek, perhaps 
without realizing what we are doing, to restrict it. It is often argued that 
in the case of the E.S.N. child the need for a special education Is a basic 
need, that is of a special education to enable him to learn the three Rs. 
The needs of the bright child, by comparison, are closer to what we have 
termed ‘wants’. However, the weakness of this argument is this; 1t 1s 
Nowhere shown that the term ‘need’ is identical in every child. On the 
contrary, the evidence which we have assembled in this section suggests 
that one of the main ideas of child-centredness is that different children 
have different needs. 

We have talked of motivational needs. Als 
that philosophy in its synoptic role reviews t 
and we have found that one such subject is psych 
interesting to look at Hull’s interpretation of ‘mot 
‘needs’ in white rats running mazes, to see what light 


the concept ‘ d 
pt ‘needs’. t mA 
Hull starved the rats and this, he said, set up à need within them, the 


need to acquire food to still the restlessness which hunger produced. The 
need became a ‘drive’, which is tantamount to saying that it became the 
Tas ‘motivation’. A ‘motive is an ‘inner drive’. When the d goes in 
Search of food, Hull says, it does not fulfil the need; really it ‘reduces’ it. 
The term ‘need reduction’ is a central one in Hull's theory of learning. 
Similarly, certain psychologists of the Gestalt school (33) say that a 
Problem produces inner tension. This tension is emotional, and just as the 


o (in Chapter 1) we suggested 
he findings of many subjects, 
ology. Consequently itis 
ivation' in terms of 
psychology sheds on 
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hunger becomes a drive to activity in the rat, so the tension becomes à 
drive to activity in the pupil. Thus education, as well as producing prob- 
lems, also ‘reduces needs’, if we talk of the situation in Hull's language. 
Moreover, what we have said about children needing to find self-respect 
in their education is relevant here. Failure produces tension — inner ten- 
sion — and, to reduce this tension, the child seeks an area of activity within 
the school, either inside or outside the classroom, where he can succeed. 
Other children, unable to succeed either inside or outside the classroom by 
socially accepted means, resort to delinquency (socially unacceptable 
means of reducing the tension). In another direction, the slow learner. 
that is the child who is unable to make normal progress in number work 
and verbal work (reading and writing), becomes frustrated by his frequent 
failure to do as well as other children. In his case, tension is the result of 
frustration. The school seeks to reduce this need by placing the slow 
learner in a ‘remedial stream’ where his Special needs are catered for along 


with the needs of other slow learners. He is removed from the group of 


children whose needs in respect of the basic subjects are not the same aS 
his own. 


We have shown some ways in which the term ‘needs’ can be meaningful. 
The ways we have analysed have been in ‘objective’ settings. Because © 
this, we can relate what we have said about the different needs of different 


children to the interpretation of ‘needs’ which we accepted in the term 
‘needs curriculum’. However, we have i 


. : r greater danger of this happening 
than in any discussion of needs and the needs a i For sud 
i N th 1 ; 

'according to his own nature' and invoke een c9 ee ap 


onally har ^s of the term ‘child- 
stances, ‘needs and the needs curriculum’ Seno In such circum- 
instead of an important educational idea with nhac an empty slogan 
both teacher and learner. Such sentimentalizing ed. i ap lications for 
tors to condemn a trend which stemmed from it n Ses rational educa- 
for this reason that Komisar urges that if ‘neeg’ leni Pedagogy’. It is 
with a specific and controversial programme, it ety tre oe 

y which it 
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"rg debes e Any sound programme must be based on a careful analysis 

Th rough understanding of the term ‘need’. 
d 5 individual brings to school his own needs which are 
tual need’, ‘em Pedo general headings, such as ‘social need’, ‘intellec- 
matter. idest pan need"; but this is far from being the end of the 
as well as ines we can classify needs, they are sull specific to each child 
exactly the same ie 10 many children. No two children are insecure in 
ization’. ay; no two children have identical problems of ‘social- 
Tope y does not mean that a special curriculum must be devised 
decr df stud in terms of each need. The child must be confronted by 
hini: ‘He he y which help to fulfil the ‘needs’ which society imposes on 
elit’ ar i s the early years of his education, to learn the 'survival 
cain, beim ading and writing. But because our intellectual performance 
btinns te iip by emotional difficulties, the ‘needs’ which the child 
OF tie ehe e with him make him react in a specific way to the demands 
little shies, um. Some children are unable to read because they have 
Be canes oe ability. For such children, intellectual activity will always 
suier ifficult. Others fail to make intellectual progress because they 
thin n emotional deficiency'. Until the teacher has decided whether 
the See is caused by intellectual or emotional factors, the needs” which 
cürri ild brings with him cannot be matched with the ‘needs which the 
in ni embodies. Each child reacts uniquely to the curriculum. It is 
wis sense that ‘child-centred” begins to take on real meaning. The truly 
‘Child-centred” teacher is the one who can, through his knowledge of the 
individual child and of the curriculum, help each child to derive benefit 
from that curriculum. ‘Child-centredness’ can have no such meaning in 
making up some sort of curriculum on subjective grounds to enable each 
child to ‘perform well’. 
For this reason, Pestalozzi was near to the heart of the problem. He said 
that he wished to ‘psychologize’ education. He was convinced that there 
must be some method of teaching the rudiments that made them meaning- 
ful to every child, however limited in ability that child might be. He did 
not accept the negative education of Rousseau but sought a positive 
solution to the problem of matching the ‘needs imposed by the curriculum 
to the ‘needs’ of each individual child in relation to that curriculum. He 
realized, as did the Newsom Report two centuries later, that education 
must cater for emotional needs as well as for intellectual needs and that 
until a child can feel important as a person, there is little to be gained 
from formal education. He came very close at this point to the idea which 
we have stated before, that some underprivileged children are unable to 
formal education because they cannot understand it. This 


benefit from i i i 
lack of understanding stems from their own need which the home fails to 
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supply. The need may be the ability to understand formal language. 
Because they cannot learn, they fail to achieve success; because they fail 
to achieve success, they lose their self-respect. 


CHILD-CENTREDNESS AND AWARENESS 


When we considered the difference between 'teacher education' and 
‘teacher training’, we Suggested that the latter could be narrowly interpreted 
as the acquisition of teaching skills. These could be applied mechanically, 
without any real awareness of the situation in which they were applied. 
We could teach History in the old 'subject-centred' way without teaching 
children. We would assume that history was meaningful to the children 
because it was meaningful to us as adults. 


This is what ‘lack of awareness’ means. Concentration on methods 


trains us to teach nine-year-olds in a different way from fourteen-year-olds, 
which is an important point. But how often are we unaware that even 
nine-year-olds can be poles apart in their needs? *Nine-year-olds' is a 
group :erm which often masks individuality. The awareness that we must 
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says that the child-centred teacher should not attempt to fit individuals to 
programmes setting out predetermined values, but to transform situations 
Where we must manipulate and indoctrinate children ‘in their own interests’. 
Occasionally, he says we feel that we can allow children to test values for 
themselves, but that for most of the time our task as teachers is ‘pruden- 
tial’ (35), that is, determining what the child needs and structuring his 
education accordingly.” 

Because of the nature of education, only those situations where the 
child is allowed to come to decisions for himself are ‘truly educational’. In 
the structured situations where we act prudentially, we are caretakers 
rather than teachers. 

It may seem that at this point we have played into 
advocates of naturalism in education and of progressive e 
advocate "learning by discovery'. But Wilson anticipates this ands 
in ‘schooling’ (which Lodge defined as the narrow interpretation of educa- 
tion) there is room for caretaking as well as for educating. 


the hands of the 
ducators who 
ays that 


AWARENESS IN HIGHER EDUCATION 


We have discussed in previous sections some of the dangers inherent in 
the term ‘child-centred’. Yet another danger is that it tends to make 
people think that the principles implied by the term apply to children only, 
and that they have implications only in the primary school: But needs 
exist and awareness of people and their needs exists far beyond the narrow 
limits of the primary and even of the secondary school. One of the places 
Where such principles are required is Higher Education. — 

The university is perhaps the most ‘traditional’ of all institutions of 
learning. The lecture method of teaching is to be found in the Middle 
Ages and, in much the same form, in twentieth-century universities. 
Moreover, it is sometimes the custom to make attendance at lectures 
compulsory. Not surprisingly, in an age in which students callinto question 
many of the accepted customs and values of tradition, the lecture method 
has suffered some severe criticism. The main point of the attack is that 
there is frequently no worthwhile communication between the lecturer and 
his audience. We have, in this situation, an exact parallel to that situation 
Which we deplored in the primary school, namely of the teacher using à 
form of language which is outside the experience of the learner and con- 
Sequently meaningless to him. It was against this, we saw, that Rousseau 
Protested so vigorously. 

The problem is partly due to lac 
lecture. There is an assumption th 
Tequires no training in teaching skills. I 
Classics or Nuclear Physics, how can 


k of awareness on the part of those who 
at the highly academic man or woman 
f a man is brilliant in the field of 
he fail to master the elementary 
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skills of corum"micating his experience to others? Yet this is often what 
he fails to do. More, he often remains unaware of his failure to communi- 
cate. Again we return to our most important point that if child-centred or 
even ‘learner-centred’ education means anything, it means an awareness 
of the matérial taught, the person learning it, the best way of making what 
is taught intelligible to the learner, and whether we are succeeding in doing 
thus. Teaching at university level is not Something bestowed as a ‘post- 
graduate gift’ (36). 

The first awareness, then, in higher education is-that the advancement 
of knowledge is not more important than the communication of know- 
ledge. Learned research is most valuable, but only if its findings are both 


Process which has certain vj 
individual, aided by certai 
*mastery of Selected kno 


he student, and the body of knowledge, skills, 
nstantly changing, In particular, the problem of 


or lecture-room? If the answer is 
We not to discover the “neeg” of such people and reduce the need 
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bue aps Seu and training? As evidence for what heis saying, Wise 
n Education Department, thirty-three per cent of the 
graduates training to teach had speech which was in some way or other 
unsatisfactory for classroom communication. 

Relevant to our present problem is that body of research into ‘climates 
of teaching’ which seeks to decide whether ‘authoritarian’ teaching, ‘demo- 
cratic’ teaching, or ‘laissez-faire’ teaching is most effective (39). Such 
Tesearch shows that a ‘power figure’ (any authoritarian or doctrinaire 
teacher, at any level from primary school to university) obtains compliance 
from the learners; they submit to his ‘power position’. But more ingenious 
forms of control are necessary within his group when he is absent. His 
Pupils become so dependent on his power or authoritarian manner that in 
his absence they are unable to regulate their own learning behaviour. 

If, on the other hand, the teacher does not exert all his power but 
encourages partial activity from the group, the members of the group may 
Work more slowly and show more confusion, but they become very con- 
cerned to learn and they work enthusiastically. As we have seen already 
In this chapter, the questions here are ‘What do they learn?’ and ‘How far 
can they be "left to their own devices"? 

The important thing is not to give an answer 
book. Far more vital is to show that child-centre 
which applies in the infant school particularly, in the primary school also, 
much less in the secondary school, and not at all in further and higher 
education (40). That it does so appear is proof of what we said in Chapter 1, 
that teachers ought not to wear labels and shut themselves in little boxes. 
Only by becoming aware (and again we emphasize the word) of wider 
educational problems will such problems be solved. 


to this question in this 
dness is not something 
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1 ‘Child-centred Education’, P. S. Wilson in th of | 
Conference of the Philosophy of Education Society of Great Britain (January 
1969). This journal offers a useful introduction D concept analysis in 
article form (see also references in the Bibliography). | 

2 Anschauung ` a E word which, as Rusk stresses, 1S difficult to trans- 
late simply into English. This is à frequent feature of language and is 
nowhere better shown than by the Roman poet Lucretius who complained 
about patrii sermonis egestas (poverty of vocabulary in his native tongue), 
by which he meant a lack of terms in Latin capable of expressing exactly, 


and with igui ts from Greek science. 
car TA R. Rusk (Macmillan 1957), Rusk 


In Doctrii Great Educators 95 
ings cim n hension’, and says that it is used to 


translates Anschauung as ‘intuitive appre s th | 
refer to ‘immediate experience of objects’. This process eliminates anything 
er and his experiences in the form of a 


which comes between the learn | of i 
"mediating agent', including the teacher and even language (which is 
Symbolism). Readers will find Rusk's Chapter 9 both interesting and useful. 
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3 Jean-Jacques Rousseau (1712-1778). His main political work, namely, The 
Social Contract, and his main educational work Emile, were published in 
1762. The subtitle of Emile is‘On Education’, and it consists of five books. 


; missed by the pro-Froebel school. 
There is a College of Education for the training of teachers in Froebelian 


1827), famous for his book Wie Gertrud Ihre 
Teaches her Children), sub-titled *An Attempt 
to Help Mothers to Teach their own Children’, A well-known translation is 

r, the second edition of which was published in 
1894 by Swann Sonnenschein (now Allen & Unwin). Students who are pro- 
9 look at the original, to see what the style is 
9 Pestalozzi, whom he describes as 'a sorry 


lied to Child Education in ‘The Children's 

2 Sinemann. Montessori was famous for 
devising methods of teachin fective children and then applying these 
ature of this was ‘arithmetical apparatus’, 
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Pan ide that logical thinking did not begin until the age of eleven. 
E sh is the philosophy of the Primary School was to cram the 
ee information so that the learner would have the necessary raw 
Wd. al oy which to exercise his logical thinking at the secondary level. In 
i PO of concrete operational thinking’, the years from 7/8 to 11/12, 
viden e capable of adult logical thinking, but requires the help of 
Miser iude He is still not able to reason in terms of ideas only, but 
Mid a ings which he can see and touch to assist his thinking. 

ree a ae ati upon Learning, Allison Davis (Harvard University 
sah = his is an excellent little book. It is to the point and extremely 
Sh read, but contains a tremendous number of useful (and often 
E pected) facts. One important feature is the section on ‘culture-bias’ 
n intelligence tests, i.e. the extent to which tests of intelligence favour 
middle-class children and penalize working-class children. All students are 
" warmly recommended to read the book. 
Johann Friedrich Herbart (1776-1841), 
ih (General Principles of the Scienc 
educed from its Aim). The work was trans 
Tr Science of Education (Swann Sonnenschein, now Allen & Unwin, 
$a 4). The thinking of Herbart, who was Professor of Philosophy and 
ucation, is a great deal more complex than is that of Rousseau, Pesta- 
lozzi, and Froebel. The beginner will find Rusk's Chapter 10 a useful 


starting point. 

8 An Essay on the Content of Education, E. James (now Lord James of 
Rusholme). Although written within five years of the 1944 Education Act, 
the book poses problems to which complete solutions have still not been 
found in the realm of comprehensive education and the curriculum. 

9 The Fight for Education; A Black Paper, ed. C. B. Cox and A. E. Dyson 
(The Critical Quarterly Society 1969). This was followed by a second 
publication A Black Paper on Education; The Crisis in Education, with the 

10 aid people as editors. . 
e essay was entitled ‘Have the Arts and Sciences Confe 
i Mankind’, and the competition was held in 1750. 
Groundwork of Educational Theory, J. S. Ross (Harrap 1942). 
nature, and at times 


12 The idealists emphasize the spiritual side of man’s nà 
verge on the metaphysical world in thinking of the aims and content of 


education. They are concerned with the infinite potential of man as sug- 
gested in Sophocles’ chorus “What a wonderful thing is man... - For a 
recent work on idealism, see Jdealism in Education, D. J. Butler, Harper & 


i Row, 1966. 

3 This idea was popular with Era 
be remembered that he based hi 
Oratoria, which gave what was to 


famous for his work Allgemeine 
e of Education Psychologically 
lated by H. M. and E. Felkin 


rred Benefits on 


Renaissance thinker. It must 
ork on Quintilian's Institutio 
become a most influential account of the 


education of the orator, who was to be bonus orator dicendi peritus *a good 
man skilled in speaking’. There was thus a moral as well as an intellectual 
tone to the treatise. In the Renaissance, the works of Quintilian became 
available to the western world, and greatly influenced the thinking of 
Erasmus. 

14 Text-Book in the History of Education, P. M 
book is now difficult to obtain, but is a fine one, 
from ancient China to the present day. 


smus, the great 
s educational wi 


onroe (Macmillan 1925). The 
dealing with education 
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15 See also 3 above. : " 

16 Truth and Fallacy in Educational Theory, C. D. Hardie (Cambridge Uni- 
versity Press 1942). 

17 An Introduction to Philosophical Analysis, J. Hospers (Routledge & Kegan 
Paul 1956, 2nd edn 1967). An excellent book for those with considerable 
experience of philosophy, but certainly not a ‘beginner’s book’. 

18 A History of Western Philosophy, referred to in the notes and references for 
Chapter 1 and on a number of other occasions. 

19 Authority and Freedom in Education, P. Nash (John Wiley 1966). See also 
the chapters on these concepts in the present book. 

20 See Plato's Theory of Education, R. C. Lodge (Routledge & Kegan Paul), 
P. 10. ‘In the wider, or more generic sense, education is used as equivalent 
to "experience", the experience of a living organism interacting with its 
normal environment. An insect, such as a bee, an animal such as a horse or 
dog can learn from experience. . .. So also with human organisms. Falling 
in love, being stung by mosquitoes, losing money on the Stock Exchange 
are “experiences”, which are, in this wider or generic sense, highly educa- 
tive”? 


21 ‘Instruction and Learning by Discovery’, R. F, Dearden. One of a series of 
articles in The Concept of Education, ed. R. S, Peters (Routledge & Kegan 
Paul 1967). 


22 Language Teaching; A Scientific Approach, R. Lado (McGraw-Hill 1964). 


23 Teaching Foreign Languages in Schools, Caleb Gattegno (Educational 
Explorers 1963). 


24 See R. F, Atkinson Chap. 41, 
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26 This is Tong Wile S exemplified by linguistic analysis, is not accidental. 


, 5. Hollins, Aims in Education; the Philosophical 
vlanchester University Press) 
and Indoctrination’, 


27 Non-Directiy, 
28 ‘Needs and the 


2 ae raed An Introduction to Applied Linguistics, R, L. Politzer 
descriptive tae ing Co. 1965). For further discussion of prescriptive and 


in language, see Latin by Stave Analysis; A Linguistic 
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Approach to Grammar and Translation, H. Schofield (Educational Explorers 
1969), with a foreword by Caleb Gattegno. 
Half Our Future, also known as the Newsom Report (H.M.S.O. 1963). 
There is a great deal of highly technical literature on the nature of human 
abilities. One of the best books for students in Colleges of Education (but 
still fairly technical) is The Structure of Human Abilities, P. E. Vernon 
(Methuen 1950). For those who prefer individual articles, there is Intelli- 
1965. and Ability, ed. Stephen Wiseman (Penguin Modern Psychology 
‘An Essay on the Content of Education. See 8 above and notes and 
references for previous chapters. 
The Gestalt school of psychology was ori 
theorists’. The word Gestalt is the German 
belief of the school is that human beings perceive shapes or wholes, not 
isolated individual lines, marks, etc. We do not, when confronted with 
what appears at first sight to be a random group of lines, think to ourselves, 
"That is a random group of lines'. We find that the lines represent a definite 
Shape or configuration, e.g. a house beginning to collapse. This shows that 
the sense of sight does not act in isolation. Sense data (in the instance above, 
the sense data consists of lines) is fed into the brain which ‘interprets the 
data'. In the same way, light which passes through the lens of a camera 
reacts with the film inside the camera. It is not the light in isolation which is 
responsible for the negative which eventually becomes a photograph. * 
The brain interprets the data fed into it in terms of the past erbede 
of the viewer. Thus different people may ‘see’ different things when y 


look at the same collection of lines. : ' 
Transferred from the province of perception to the province E 
Gestalt psychology says that problems are not isolated pees ie 
isolated responses, or even series of stimuli which evoke n 
responses. Instead, when we are faced with a problem, we draw on pas 
experience in an attempt to produce a solution. If this is not iom 
available, we may indulge in trial and error or random WR e. 1 = 
suddenly we see ‘in a flash’ the solution to the problem. This fis is insig i 
or understanding. We see the whole problem situation and the solutio 
Clearly. Again the emphasis is on ‘wholeness’. 


f Gestalt psychology is the series of 
ieri. Ren ipl S folgaté Kohler. These are described 


experiments with apes conducted by W f: 

in a fascinating Pelican book entitled The Mea a << bee 
i i i ok already m 

information can be obtained from a bo ty we said that the 


chapter, Theories of Learning by E- Hilgard. Previous 
book was seated Re and difficult to follow. This was partly because of 
Ived in behaviourist learning theory. 


the mathematical concepts invo 
Mathematical concepts are absent from the account of Gestalt QUUM 
Which, consequently, is considerably casier to read and understand. 


Social Class Influences upon Learning. See 25 above. 5 
The Latin As pa means ‘wise’. It is from this that the word pruden- 


tial’, as used by Wilson, is derived. The term itoro men at 
wisdom’ and, here, ‘showing wisdom on behalf of someone less ap ri n i 
We have argued in this chapter that the child does not know v at is goo : 
for him'; he does not know what his ‘needs are in relation to vy ze s s 
society. Consequently the teacher must interpret both sets of needs an 


iginally a school of ‘perception 
for ‘shape’ or ‘whole’. The basic 
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teach each individual so that the two sets of needs are reconciled. In so 
doing, his behaviour is ‘prudential’. He knows what is good for each 
individual, because of his greater experience. 

See University Teaching in Transition, ed. David Layton (Oliver & Boyd, 
1968). This is a useful book and not difficult to follow. It consists of a series 
of articles and the emphasis is essentially practical. It is written by university 


teachers who are aware of the problems of communication and the unrest 
which can stem from faulty communication. 
See also 36 above. 


‘Talking to Large Groups’, Arthur Wise, in University Teaching in Transi- 
tion. See also 34 and 35 above. 


The classic researches in this area are those of Lippitt and White. Other 


useful findings are those by Coch and French. Readers who wish to find 


accounts of both groups of investigations should see Basic Studies in Social 
Psychology, H. Proshansky and B. S 
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Chapter 5 
The Concept ‘Aims’ 


AIMS RELATED TO EDUCATION AND CURRICULUM 


It is appropriate to make the subject of the first ‘link chapter’ the concept 
‘aims’ for three reasons: 

Firstly, when we analysed the concept ‘education’ (in Chapter 2) we 

looked at a number of definitions. Some of these implied what the aims 

of education were, at least for the people who put forward the definitions. 
The implication was in the wording of the definition. Thus when Plato 
wrote, ‘I mean by education that training ...’ he was really saying that 
for him the primary aim of education was ‘to train’. Similarly when 
Ducasse gave the etymological definition, he was really saying, ‘The aim 
of education is, by derivation, to “lead out” the powers, capacities, etc. of 
the young child’. We criticized this aim in the first section of Chapter 4, 
when we considered ‘education according to nature’. 

Even when we abandoned the idea of defining education, and suggested 
Peters’ three criteria, we were really implying ‘aims’ when we stated the 
criteria. For example, the first criterion stated that ‘education implies the 
transmission of what is worthwhile’. This could be simply expressed in 
terms of ‘aims’ as ‘One aim of education is to transmit what is worthwhile’. 
Again, the second criterion, that ‘education must involve knowledge and 
understanding’, is definitely prescribing an aim and could be reworded as 
‘Education must have as one of its aims the imparting of knowledge and 
the development of understanding’. 

Secondly ‘aims’ link together what we said about the concepts ‘educa- 
tion’, ‘training’, and *child-centredness', in the first trilogy, with what we 
Shall say about ‘culture’, ‘curriculum’, and ‘liberal education’, in the 
Second trilogy. There is a close connection between the aims of education 
and the content of education. Since the content of education in school is 
the curriculum, what we say about aims will serve as a bridge between 
‘education’ and ‘curriculum’. Two examples will show the connection 
clearly. ; ; 

The definition of education by Plato which we have just recalled, shows 
that he regarded education as having a moral aim: to produce good 
Citizens. The aim affected the content, with the result that children were 
to be allowed to see only examples of good conduct from their parents, 
teachers, and nurses. They were to be allowed to read only good literature, 
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that is, literature which showed them examples of good behaviour. A 
moral aim required a moral content or a moral curriculum. ed 

Education in ancient Japan aimed to produce sound character. It d 
to make the individual respect his father and mother, be obedient, anc 
live an orderly life. Therefore the content which would make the at 
ment of this aim possible consisted of the Confucian principles of gu 
and Samurai etiquette. Calligraphy (the Greek words mean 'beauti ss 
handwriting’) was thought to develop character. Therefore nm 
children spent many hours in school developing beautiful EEn her 
and developing their character. In 1870 (1) Japan changed the aim o ei 
education, for she now aimed to become a world-ranking economic pow a 
The change of aim brought a change of content. The content of d arie 
education is now technological, because the aim of that education 1$ 
produce technological supremacy. nly 

Thirdly, the concept ‘aims’ gives us an opportunity to apply not o he 
concept analysis, but also linguistic analysis. The former analyses = 
term ‘aim’ or ‘aims’: the latter analyses expressions in which these ter : 
appear. The reader has now had considerable experience of what concep. 
analysis involves, and will be able to deal effectively with the strict anew 
analysis. By applying linguistic analysis to statements containing t i 
concept ‘aim’or ‘aims’, we shall gain greater understanding of the conceP 
themselves, 


FOUR STATEMENTS OF AIM(s) EXAMINED BY LINGUISTIC ANALYSIS 


At the start of this chapter we used different expressions containing the 
term ‘aims’. We 


ely to produce different emphases. In the 


used the word ‘must’ in his 
knowledge ...', we used the 


knowledge'. 
This second type of expression is Prescriptive. In 
prescriptive statements tell us what must be done 
he ‘prescribes’ tells us what drugs We must take 1 
again. The opposite of ‘prescriptive’, We remember, jg ‘descriptive’. We 
can prescribe the aims of education by using a Prescriptive criptiv à d 
can describe the aims of education by making a Ades NIE a 
Again, a simple illustration will help to make this point P hing statement. 
In English we endeavour to avoid Splitting the in fuite e ma 
learn quickly’ instead of ‘to quickly learn’, In the Second rehus 


Chapter 4, we said that 
Just as the doctor when 
n Order to become well 
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‘quickly’ spli Rm us 

do ah E ‘to learn’. Now, we may say: ‘In English we 
what people do not runs This is a descriptive statement; it *describes' 
Bon n ia o pue they speak or write English. But we may also 
statement. It is a GELS it the infinitive in English’. This is a prescriptive 
or write English, mand telling us what we must not do when we speak 

Ow it is ; 
may oe that both expressions will achieve the same end. We 
do not do so. We Kids not to split the infinitive by saying that people 
the same result hes ads to forbid others to split the infinitive to achieve 
recall it in a little re : a very important point. The reader will need to 
aims of education ey daos: we talk about the ‘external’ and ‘internal’ 
expressing the due ui before we do that, we must look at four ways of 
of ‘aim’ or ‘aims’. These are: 


ius s OF education 
IMS OF education 

AIMS OF education 

AIMS IN education 


B "UE 
Y Now eus in turn, we shall see the significance of the wording. 
thers But h ether it is more meaningful to use one rather than the 
only to sir. we now know that linguistic analysis examines words 
kamida P e ideas which the words represent, we shall find that the 

"rii Adee ie Dr understand better ig rea opi : TAS 
toughness ios m ion’ is prescriptive. t ag ogmatic, oo. ere is a 
sileman us en e expression. There is a ‘categorical air about the 
Seceta. there is about the statement, There is only one way to 
T E Perry (2) warns us that categorical statements of aim in 

ion are dangerous. They result in education being ‘over-directed” 

and ‘over-determined’, and cause a narrowness such as that seen in Spartan 
education, Jesuitical education, and Calvinistic education. We have seen 
that Plutarch described Spartan education as aiming to produce warriors. 
The Jesuitical education consisted of one content, taught by one method, 
to achieve one aim. Calvinism taught that some were born to salvation, 
others to damnation, and Calvinistic education was correspondingly rigid. 
We must ask ourselves, in these cases, whether the process which the 
Spartans, the Jesuits, and the Calvinists called ‘education’ would match 
up to the three criteria which we have accepted. In some cases, over- 
determined education comes close to ‘indoctrination’. Nothing is likely to 
produce over-determined education more quickly than the form of state- 
ment, ‘THE AIM or education iS... — 

Monroe, speaking of the aim of primitive education (3), writes: ‘The 
aim of education (if an aim can be spoken of where the process is 
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unconscious) is to adjust the individual to his material and m 

environment through established or fixed ways of doing things in regar 

to both work and worship.’ T 
It is interesting to analyse the wording of this statement of aim. In 


first place, it appears that it could be expressed in a much shorter form 
such as: 


‘The aim of primitive education is to produce adjustment.’ 


But we now find the same sort of difficulty that we encountered when we 
tried to reproduce a simple unitary definition of education comparable s. 
simplicity to ‘an adverb is a part of speech’. Here, we found that ‘part 2 

speech’ was an insufficiently clear term. In our shortened form of Monroe $ 
definition of primitive education's single aim, the term ‘adjustment’ is 


similarly imprecise. To clarify it requires an expansion of the shortened 
statement to: 


‘The aim of primitive'education is to produce adjustment to a traditional 
physical life and a traditional spiritual life.’ 
Monroe also quotes, as ane 
education, Sturm's (4) statement: 
ledge, eloquence.’ Again we can s 
Ment’, since all three concepts, 


expression might be: ‘The aim of education is to prepare the individual 
for life’. 
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aim. It is equally plain to see that this could not be the only aim of educa- 
tion everywhere. An example will make the distinction clear. 

O'Connor (5) argues that one of the aims of education in all societies is 
‘to provide a minimum of basic skills’. We can appreciate that this applies 
as much in a primitive society as it does in our own. The Polynesians, 
through their education, may aim to provide the young with the skills of 
fishing, sowing seed, and building huts. In our society, we may regard the 
skills of reading, writing and counting as the basic minimum. If we use the 
expression ‘the aim of education’ instead of ‘the aims of education’, we 
are compelled to say: ‘The aim of education is to provide a minimum of 
basic skills’, which means that there is virtually no difference between 
Polynesian education and our own. The skills taught may differ, but once 
we have taught those skills, we have completed ‘education’ in both 
communities. 

We are at once reminded of the distin 
sidering ‘education according to nature’. This distinction was between 
‘the necessary life’ and ‘the comfortable life’. The necessary life was the 
life of survival, which is achieved for the Polynesian by teaching him the 
skills of fishing, sowing, and building a hut. It makes no allowance for 
transmitting what is ‘worthwhile’, which is so much a feature of the 
comfortable life. By accepting the criteria of Peters, we must also accept 
the form of statement, ‘The aims of education’. We may then say, In 
connection with our own society, ‘The aims of education are the provision 
of a minimum of basic skills and the transmission of what is worthwhile . 
This is a prescriptive statement. Less prescriptive than either ‘The aim of 
education is...’ or ‘The aims of education are - - ^ would be, ‘The aims 


of education include . . ? 


At this point it is appfopriate to move to the third form of arn 
‘AIMS OF education’. At once we are aware that the statement is not in the 
r dogmatic 


least dogmatic; it is not prescriptive. It is neither prescriptive nor dogn i: 
because we have dropped the definite article. This form of pape d: 
One suggested by ‘The aims of education include’. Indeed, we can ca s; is 
non-prescriptive expression ‘inclusive’. The use of the definite article 1n 
the prescriptive expressions implied ‘exclusion’. In the first form of expros- 
Sion, we were saying ‘This is the aim of education' to the exclusion of all 
Others. In the second prescriptive statement we were saying These are the 
aims of education’ to the exclusion of all others. 1f we adopt the wording 
'aims of education', we can expand it to *Some of the aims of education 
are a.b.c.d.e.’, or ‘A.b.c.d.e. are aims of education . In neither case is 
there any toughness in the statement which makes it impossible for the 
listener or reader to suggest other aims which are not given by the writer 
Or speaker. 

We must now return for a mo 


ction which we made when con- 


ment to part of Monroe's statement about 
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the aim of primitive education. He said in parenthesis "f an aim plie 
spoken of where the process (of education) is unconscious sums T 
important statement. It is so easy to confuse 'aims of education an ~ 
people seek to achieve by education’. Let us take two simple examp : 
We often hear people talking about present-day education and ate 
‘Education nowadays aims at equality of opportunity’. This implies aes 
something in the process called ‘education’ is directed to bringing ee 
equality of opportunity. But in Chapter 2 we said that education a 
process of initiation, and that some individuals benefited much more t 5 
others from this initiation. This suggests that education cannot be said : 
aim at equality of opportunity. What the Speaker really means is: Eli 
wish to produce equality of opportunity through education’ or, Peop 

with particular ideas and beliefs in our own time are anxious to give 
greater equality of opportunity in education’. This means that such people 


want everyone to have an equal chance to obtain and benefit from 
education. 


The second example is similar to the first. 
produces social mobility’. This again implies 
teristics in the process to whic 
in social 


We often say that ‘education 
that there are certain charac- 


ability, not on th 
education. 


indication that ‘aims’ of educators have 
€y cannot be describe 


! © use the tough form of €Xpression seen in ‘The aim of 
education’ and "The ai 


been fulfilled; th 


case, education) p; 
certain way, it do 
to achieve. 
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only term which will unquestionably remain is ‘knowledge’. The other 
tetms will remain only if they can be shown to come under the heading of 
worthwhile activities’. A moment's thought will show that except ina 
very narrow sense for a small section of modern society, they do not. We 
have seen the strengths and weaknesses of three of the four expressions. 
At the same time we have been obtaining a clearer understanding of the 
SOncept ‘aim’ or ‘aims’. There remains only the fourth statement. 

AIMS IN education’ differs significantly from the other three forms of 
expression. In this form alone, the word ‘of’ is replaced by the word ‘in’. 
When we analysed the first two expressions, we suggested that the use of 
the definite article was the reason why they were prescriptive and even 
dogmatic. Furthermore, this feature was increased by the use of ‘of’ in 
combination with the definite article. 

There is another important consequence of using the word ‘in’. In the 
first three expressions, there was an implicaticn that ‘aims’ were some- 
thing outside education, something even towards which education was 
directed. Aims gave direction to education. 

Peters suggests that aims are only ‘external’ to education, because 
certain people have seized on things which education ‘does’ and have 
made them things which education “must do’. If we talk about ‘aims in’ 
education, we are making a descriptive statement (‘We do not split the 
infinitive when we write or speak English’). When we take these things 
outside education, we make them aims by saying that education must do 
them. This is a prescriptive statement (You must not split the infinitive 
when you write or speak English’). We said, when we first examined the 
two forms of telling people that splitting the infinitive was not the ‘done 
thing’, that both forms of statement might result in people not splitting 


the infinitive. What we now wish to know is, can we achieve what we want 
to achieve in education only by prescribing the aims? 
the aims of education and 


Peters goes on to say that ‘externalizing’ 0 
expressing them in the form of a prescriptive statement is merely another 
way of saying: ‘The aim of education is to educate’. For different reasons, 
because he did not believe in absolutes, Dewey (6) makes a similar state- 
ment when he says: "The aim of education is to enable individuals to 
continue their education’. It is interesting to note that Dewey uses the first 
of our four expressions, the highly prescriptive, dogmatic one, but ‘to 
continue their education’ is very vague and general. 


L PROCESSES? 
The answer to our problem is that the situation is different for the experi- 
When experienced teachers educate 


enced and the inexperienced teacher. d 
their pupils, they do it automatically. In the same way, the experienced 


EXTERNAL AIMS OR INTERNA 
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car-driver drives automatically, and the expert golfer swings his club 
automatically. To educate, to drive a car, to swing a golf club has become 
second nature. 

But for the beginner in any of these situations, the problem is very 
different. The teacher, the driver, the golfer, has to be aware of what he is 
trying to achieve. For him the aims must be explicit. 

On the other hand, Peters may be saying no more than that the aims of 
education can be implied from the criteria for education. We have seen 
this for ourselves, when we made definite statements of aims out of the 
criteria and their implications. Again, it is useful for inexperienced teachers 
to make explicit statements of aims rather than to leave them implied 1n 


the criteria. By externalizing them, the inexperienced teacher reminds 
himself of the nature of aims. 


The real danger of externalizing aims is that the term ‘aim’ is then used 
in a metaphorical sense. The first idea that the metaphor suggests is à 
"distant point of aim’. It suggests some point at the very end of a process, 
and few teachers are involved with the end of the process called ‘education’. 
To help us solve this problem, we must undertake analysis of yet another 
type of statement commonly found in education — the metaphor. 


ANALYSIS OF THE METAPHORICAL IDEA OF AIM AS A TARGET 


ts about education may take one of 
definitions, as slogans, or as metaphors. 
types of statement are used deliberately 
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mc" is full of educational truths or whether it hides a number of 
mee r a bus Ro target. The target itself is graduated. 
E AES ye e next circle is the inner’, the next the 
s lt : ast one the outer . The quality of aim is determined by 
mu = pi shots which land in the bull’s-eye. A man who lands all his 
Wide te ss ull's-eye is a first-class shot. If he lands in the inner, the 
ien ig e e or, if he misses the target altogether he is not a 
Pese BE n addition; the shots which miss the bull’s-eye may be 
E j or grouped". ]f they are scattered, it means that the aim is 
npredictable, any given shot may land anywhere on the target or miss the 
target entirely. If the shots are grouped, they may have missed the bull’s- 
Fs gd their direction is predictable. If they are grouped in the top left- 
sinis ied Y the target, the rifleman can easily correct his aim. He must 
ei and to the right. The random shot does not know how to correct 
Au ha of firing sends a bullet towards the target. Once the marksman 
ha , that is, lined up the rifle and squeezed the trigger, he ceases to 
d. control over the bullet. It is directed towards its destination because 
it.and the rifle have been manufactured in a specific way. The marksman 
has nothing to do with this manufacture. He merely accepts that the bullet 
and the rifle in combination will produce the required results, provided 
that he can aim straight. 
: Furthermore, the bullet obeys natural law 
target and when it hits the solid material be 
it is flattened and distorted on impact is no 
His sole concern is where it leaves a mark ont 
others to assess the quality of his aim and sho 
this to the marksman. His success is not meas 
achieves for the bullet but in terms of what h 
means of the bullet. 

That is, briefly, the picture that the rifle range metaphor brings to mind. 
We must now examine the details to see what light, if any, it throws on 
s problems posed by the four expressions containing the word ‘aim’ or 

ims’. 

4 First of all, the target on the rifle 
bs: aim of education’ is appropriate. 

aim However, because this targ 
Suggestion is not of a single aim but of a number of aims. This suggests 
that the expression ‘The aims’ is appropriate. It is also in keeping with the 
difficulty which we encountered in statements beginning ‘The aim of’. We 
Saw that we either have a very vague single aim - "The ain of education 
is to enable individuals to continue their education’ — or else we abandon 


s while travelling towards the 
hind the target. The fact that 
concern of the, marksman. 
he target. This mark enables 
oting and to communicate 
ured in terms of what he 
e achieves for himself by 


range suggests that the expression 
There is only one target and only 
et has different circles on it, the 
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the idea of oneness and say ‘The aim of education is piety, PATT 
eloquence’. Again, the parallel is between ‘aims’ and the S pn dn 
target rather than between 'aim' and the single target. It can e uro 
these features help to clarify our thinking about aims. The p E 
single, distant target, however, is somehow not appropriate. eni mi 
primary school teacher, for example, have no aim other than to i ed 
her charges to the secondary school teacher, who achieves the ai ie 
those who leave school at fifteen or eighteen, but never knows, Ri ien 
through chance meeting with former pupils, whether those who Mes oa 
through higher and further (8) education ever achieve the aim or pos = 
target? Again, is it reasonable to say that the aim of education are 
aims of education) are the same for all these groups of pupils, but tha 
process which enables them to achieve the aim is either different, or eee 
or both? It is for this reason that it is, perhaps, less appropriate to thin 
of ‘aims’ in the target sense than of ‘aims’ in terms of ‘purposes’, 'inten- 
tions', and 'focuses of concentration and attention'. Here 'aim' is con- 
nected with ‘role’. The teacher in the infants school has a specific role. 
She is the first person the child meets when he begins formal schooling, 
Society, as well as junior and secondary teachers, expects certain things © 
the child when he leaves the infants school. Therefore, society and junior 
and secondary school teachers expect certain things of the teacher in the 
infants school. These expectations largely determine her role. They also 


; : : s e 
determine the things on which she concentrates attention. Thus, they 
determine her ‘aims’, 


But few teachers in the 


terms of a distant target, o 
on to someone el 


seems as if the ‘tar, 
ess. The rest of the m 
can afford to neglect the child 


get’ part of the metaphor has only vici 
etaphor seems even less useful. No teac 


Or again, pursuing the same line, the teacher cannot refuse to handle à 
child who is not perfi 


T'ect, as the rifleman will refuse to use a bullet or 4 
rifle which is defective j 
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emotionally or socially. The teacher may be classified as first-class if his 
Pupils are successful in some specific way. But this is not the reason why 
he is a teacher. He aims to achieve success for, rather than through, his 
pupils. Some teachers choose to do this for the most unpromising pupils, 
such as the emotionally disturbed, the physically handicapped, or the 
mentally subnormal. 

It is possible to argue that education is only narrowly interpreted as 
what happens in schools, colleges, and universities. According to this 
argument, no teacher, even at university level, ever sees whether the target 
is reached by any of his pupils. Each individual-embarks on a job ora 
career, and continues to receive ‘education’ in some form or other. To 
this extent the target metaphor is appropriate. 

However, we said at the start of this book that 
always have some practical implication or app 
aware all the time that our readers would be inten 
Practising teachers. Consequently we must attempt to arrive at some 
Conclusions about ‘aims’ for such people. 

In the first place, we take Peters’ point that aims can be intrinsic to the 
process of education. But we must remember that Peters is thinking first 
and foremost as a philosopher. It may well be that experienced teachers, 
as in our imaginary process described previously, regard aims as intrinsic. 
However for the beginner it is helpful to take these intrinsic aims out of 
the process and have a look at them. The experienced teacher has such 
command of the material of his subject that he teaches it ‘automatically’. 
The beginner often likes to take out the book and refresh his memory. 
So it is with the aims of education. When the young child learns to read, 
he first reads aloud. Then he ‘internalizes’ the sounds and the process, 
and reads silently. So the young teacher first ‘externalizes’ the aims of 
education so that his teaching shall not be ‘aimless’. As time goes on, he 
is not conscious that he is trying to achieve specific things every hour of 
every day. It is at this stage that teaching becomes more natural. It is 
natural to read silently, artificial to read aloud. But the natural only 
follows the artificial. It may be philosophically artificial to externalize 
aims of education, but it is often necessary, a5 à prelude to internalization 


and natural teaching. 


our philosophizing would 
lication. We have been 
ding teachers or already 


O'CONNOR's FIVE AIMS OF EDUCATION 
e definite guidance by closing 


f aims. The list is tentative (9) 
d earlier. O'Connor is not 
use he offers a list of five 
ducation’. Instead, he is 


For this reason, we shall attempt to give som 
this chapter with O'Connor's ‘tentative’ list 0 
to avoid the dogmatism which we mentione 
Saying: ‘Here are the aims of education’. Beca 
aims, he is still less saying: “Here is the aim of e 
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attempting to give aims in terms of general agreement. If we tooka ve 
of educational experts and showed them O'Connor's list, we would = 
expect them to disagree violently with any of the expressed aims. At t 
they give direction and a framework for our thinking. They may represen 

things which the inexperienced teacher accepts that he must do. They ge 
also represent what the experienced teacher finds himself doing, without 
being consciously aware of striving after external aims. O'Connor's list is: 


To provide men and women with the minimum of skills necessary for 
them to take their place in Society and to seek further knowledge. i 
To provide men and women with vocational training that will enable 
them to be self-supporting. 

To awaken an interest in and a taste for knowledge. 

To make people critical. 


To put people in touch with and train them to appreciate the cultural and 
moral achievements of mankind. 


An examination of these aims refers us back to ideas already mentioned 


and prepares the way for ideas which will be developed in the next three 
chapters. 


In the first aim 
primitive society as in a civilized s 


The second aim is not only limited = 
pment of the first aim. When we talke 


The third aim is definitely connected with this, Again it is specific tO 
education in civilized Society, ‘to awaken an interest in and a taste for 
knowledge’. At this point we come close to what we said in Chapter 


about ‘motivational needs’, We are also reminded of Peters’ warning (in 
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the criteria), that knowledge which is transmitted must not be inert, but 
must be understood and must enable the learner to develop *cognitive 
perspective". At this point, too, we are reminded that there is a suggestion 
of deliberately doing these things, which is at variance with the advocates 
of education according to nature' who believe that a taste for knowledge 
will ‘happen’ in the normal course of events. Their aim is to see that 
education does not stifle the development of this interest and this taste, 
tather than ensuring that they do develop. 

The fourth and fifth aims both express definite processes: ‘To make 
people critical’, ‘To train people to appreciate’. Again we are made aware 
of the weakness of the naturalist educators who assume that these qualities 
will develop of their own accord. We are reminded by the aim of ‘making 
people critical’ of a specific need. The individual in our society is subjected 
to so much propaganda, indoctrination, and persuasion that it is in his 
own interest to make him critical. It is also in the interest of society. 
Here we have an example of the matching of the need of society and the 
need of the individual. Finally, when we speak of ‘training the individual 
to appreciate the cultural and moral achievements of mankind’, we not 
only mention concepts to be dealt with in later chapters, we also remind 
ourselves of that weakness of naturalism, the concentration on the ‘neces- 
sary life’, the fulfilment of ‘basic needs’. O'Connor, in his fifth aim, 
reminds us of Plato's idea of the comfortable life, which has features over 
and beyond the bare necessities. Education must aim, in our society at 
least, to cater for both the necessary life and the comfortable life. Teachers 
at all levels in the educational system contribute in their different ways to 
the ultimate achievement of these five aims. 


Education takes place within society. We shall 
of this after examining the concept of ‘culture’. But, the fact that people 


criticize education for failing shows that they regard it as having external 
targets as aims. They also have definite views about what these targets 
Should be. Thus education is said to have failed if, as it becomes increas- 
ingly available, delinquency increases. We must accept, in the terms of 
O'Connor's aims, that it has failed to provide delinquents with skills to 
enable them to fit into society. On the other hand, education is said to 
have failed when students rebel; yet we have said that one aim of education 
Is to make people critical. - 

Again, while the public at large rarely criticizes education, because 
People have little aesthetic sense, it does criticize education when people, 


especially adolescents, appear to lack moral sense. If we accept the fifth 


aim of O’Connor, we must accept the criticism also. 
ions which formed 


These factors, and the linguistic analysis of expressio 
So large a part of this chapter, show just how difficult is the apparently 
Simple concept ‘aims’ in education. Philosophers may deny that aims 


become even more aware 


— 
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should be externalized, and many teachers may not externalize them in 
their daily teaching. But external critics may not only externalize the ciel 
for the philosopher and the teacher; they may also require them to on 
up to them'. Nor do these external critics necessarily accept that to spea 

of the ‘functions’ or the ‘characteristics’ of a process alters the practical 
issues. They argue that processes can function badly and that this is the 
same as failing to achieve their aims. They can also argue that the character- 
istics of a process can be undesirable characteristics. By accepting criteria 
for education we must accept that if this is true of the process we call 
education, it cannot justly be given the name ‘education’. If education fails 
to achieve its aims, it may be said by its critics to have failed. If certain 


: : ; ; e 
functions are not apparent in the process, the philosopher claims that th 
process ceases to be education. 


NOTES AND REFERENCES FOR CHAPTER 5 
1 In 1869, Yukichi Fukuzaw. 


P H ü 
a wrote Seiojijo, The State of Things in Wester? 
Countries. Japan realized t 


he great gulf between her society and E pci 
and the society and education of the West. In 1872 there followed The ch 1 f 
and drastic changes took place in Japanese education, which is now highly 
technological. 


It is interesting to note that the 
of "Elementary Educat 


) for forty years. R. H. Quick, author O 
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6 John D : 
cated sg A apice d lived through a remarkably long and interesting 
nA m is life actually spanned the American Civil War, the 
agen: i: the Boer War and the First and Second World Wars. He was 
PE 4 MEE years after the first state grant to education in this 
Mae Vs ived to see the Education Acts of 1870, 1902, 1918, 1944. His 
RECT ps embraced the Great Exhibition of 1851 and the Festival of 

Dewe: ned seam 
doclorato cn esque philosophy and psychology in 1879. He gained his 
Kant. He was infl 1 n opkins University, for'a thesis on Immanuel 
Piao End uenced by the thinking of Herbart, who, as professor of 
witless and Education, said: Pedagogy asa science is based on practical 
Morris ae e on psychology’. He was also influenced at this time by 
sade js R ower of the idealist Hegel, Torrey, a ‘realist’ in philosophy, 
fs . Stanley Hall, an American experimental psychologist who became 

pee for his writings on ‘adolescence’. 
eee oe. became Assistant Professor of Philosophy at the Uni- 
ingen: ichigan. In 1894 he was offered the chair of Philosophy at the 
z piina p ^ Chicago. He accepted only on condition that he be allowed 
RARUS = research and teaching the fields of education and psychology 
hinges ae 1 T abandoned the idealism of Herbart and Hegel, and came 
frani Pee uence of the American ‘pragmatists’ Peirce and James. 
ich in C reek means ‘I do’, and the noun pragma means ‘a doing’. This 

lool believed that ‘what works (when we do something) is right’. They 
believe in ‘empirical values’ (values determined by ‘doing’), not absolute 
values as do the idealists. For Dewey, education was philosophy, and 
philosophy was education. 

His two most famous educational wo 
(1899) and Democracy and Education which he wrote during the First World 
War. Russell agrees (in 1946) with the assessment of Dewey as the greatest 
tying philosopher in America. A professed atheist, he was a gentle and 
thinking who influenced political as well as philosophical and educational 

7 The Language of Education, Israel Scheffler (Thomas 1960). Sce especially 

Scheffler's advice on how to analyse educational metaphors. 

See notes and references for Chapter 4, Section 38. 

Remember that Russell uses the word ‘tentative’ as the opposite of ‘cock- 

1 Sure’ p. 26, No. 28. 

0 The terms ‘association’, ‘imitation’, and *practice' are used by Plato to refer 
to two things: firstly, the method of supplying the artisans in the Republic 
with their vocational training; secondly, the method of supplying the 
Guardians with their early ‘moral sense’ and later their ‘civic knowledge’. 
In the latter case, the youths of the Guardian class were to be spectators in 
the assembly or parliament. 

In the same way in this country, 
and the introduction of such measure 
apprentices used to sit next to the s 
during their apprenticeship, by associati. 


rks were The School and Society 


o co 


before the expansion of technical training 
s as the Industrial Training Act, 1964, 
killed worker and pick up' his skills 
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Chapter 6 
The Concept ‘Culture’ 


CULTURE’ : ‘EDUCATION’ : ‘THE CULTURED MAN’ : 
f 
THE EDUCATED MAN’ 


‘Culture’ is a term which is used almost as frequently as the term 'educa- 
tion’ itself, and with as little precise meaning. It is a word which conveys 
to most listeners a general impression rather than a precise idea. This 
general impression is of ‘doing the done thing’, although we are never 
really clear who determines what is ‘the done thing’. Thus we connect the 
term ‘culture’ with such activities as reading Shakespeare, listening to Bach 
and Beethoven, eating and drinking the right sort of things, and always 
behaving in an ‘acceptable way’. 

We can see already that there is justification for linking culture and 
education, since both, to some extent, involve ‘doing the done thing’. 
Moreover, education, as we have seen, is concerned with what is worth- 
while, and the examples which we gave in the first paragraph can be 
described as worthwhile activities. 

We can say that the person who performs these worthwhile activities is 
frequently referred to as ‘the cultured man’, and also as the ‘educated man’. 
There is a third idea, common to both the others, namely that of the 
‘gentleman’, since the characteristics of the cultured and educated man are 
also characteristics in the make-up of the gentleman. 

We can now see that all three ideas have developed through history. 
The ‘done things’ to which we referred have become traditionally accepted. 
Examination of the past shows that generation after generation has 
attempted to match up to the vague requirements of the two vague ideas 
of the educated man and the cultured man. The thing that all such people 
have in common is the fear of not doing the done thing, which they believe 
will result in public disapproval, or at least in disapproval by that section 
of the public which sees them doing things that ‘are not done’. 

Our line of thinking has now led us to see a connection between educa- 
tion, culture, the idea of a gentleman, and the public. We may, if we wish, 
use the more technical word ‘society’ instead of ‘the public’. From what 
we have said, it appears that society, at least in part, determines what is 
culture, and that there is a connection between culture and what is worth- 
while. This reminds us that Peters said that ‘education implies the trans- 
mission of what is worthwhile’. The word ‘implies’ is interesting here. 
What Peters is really saying comes very close to what we have said: ‘When 
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you think of education, you think of some people handing on values to 
other people'. This makes even more emphatic the interconnection between 


education and culture, both of which appear to involve values and trans- 
mission. 


CULTURE AND EXCELLENCE 


ducation, which Nettleship (3) 
ontemplation of the Good’. 


Matthew Arnold also emphasizes the i ; 
i mportant c een 
culture and right standards. He cond onnection betw 


same time, he condemns the middle 
class as ‘Philistines’, because of their concentrati SS 
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of life. n the material aspects 


THE SOCIOLOGICAL DEFINITION OF “CULTURE 


In marked contrast to what we have seen, so far to b 
interpretation of culture, is the ‘sociological’ definiti 


e an ‘aristocratic’ 
illustrates this in the following passage (5): 


on. Allison Davis 


‘In its generic sense, culture includes all behaviou ; 
being exhibits in conformity with his family, his rea oes the human 
class, his church and all other human groups,’ Y-BrOup, his social 
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Later, Davis writes: 


‘It is granted, of course, that all inhabitants of the United States learn 
certain behaviours in common. There are relatively few such common 
American cultural traits, however, in comparison with the great variety 
of cultural acts, beliefs, and values which have been differentiated by 
various social strata in the United States.’ 


We have now reached a very interesting position. From what has been 
Written above we can see that both concepts — the aristocratic and the 
Sociological concepts of culture — are not necessarily so different as they 
seem to be at first glance. For example, both interpretations stress behavi- 
our. Davis actually uses the expression ‘all behaviour’. When we let our 
minds think of the ideas which the word ‘culture’ triggered off, we men- 
tioned specific forms of behaviour such as ‘doing the done thing’ and 
behaving in a gentlemanly, cultured, or educated way’. Both interpreta- 
tions refer to a ‘way of life’. 

Moreover, we talked of values when we thought of the implications of 
the term ‘culture’, and Davis also uses the term ‘values’. We implied that 
there is a set of values which determine a type of behaviour known as 
“doing the done thing’. Davis says that there are different sets of values, 
and that these vary according to which social class a person belongs to. 

In both interpretations, standards are implied. If we have standards, 
we demand that people’s behaviour measures up to these standards. In 
exactly the same way we demanded that a process must measure up to 
certain criteria if it is to be called education. Standards form the basis of a 
Code of behaviour. 


THE RELATIONSHIP BETWEEN THE TWO INTERPRETATIONS 
OF CULTURE 


We are now able to distinguish between what used to be called ‘Culture’ 
(with a capital C) and ‘culture’ (with a small c). The first interpretation is 
that made by Plato, Arnold, Newman, Livingstone, and others; culture 
(with a small c) is what Davis is describing when she talks about values 
which vary according to social class. In both cases, culture is linked with a 
form of behaviour, and with a way of life. 

In fact, sociologists now distinguish between the two concepts by using 
the terms ‘culture’ (our ‘Culture with a capital C’) and ‘sub-cultures’ (our 
‘cultures with a small c’ and Davis’s ‘cultures which vary with social class’). 
In education we are often concerned with the basic problem of how to 
bring the two interpretations together. How do we convey to a slum child 
the ‘gentlemanly’ idea of ‘the done thing’, when his ‘culture’ gives him an 
entirely different set of values? 


110 / The Philosophy of Education 


Again, we are reminded of what we said about public language and 
formal language in Chapter 4. Culture and formal language go together; 
the sub-cultures and public language go together, at least at the lower end 
of the social class scale. It seems that we are not very far from an idea 
which has become familiar to us during the course of this book — the 
difference between the necessary life and the comfortable life. We can, 
therefore, extend our combinations of ideas and say that the necessary life, 
public language and working-class values go together; just as we can say 
that the comfortable life, formal language and middle-class values also go 
together. In school, where we try to educate by initiating pupils into 
knowledge, ideas, and beliefs, we encounter two groups of children. In the 
first group, there is little difference in their home life between the necessary 
life and the comfortable life. The values are the 
as in their comfortable life, and these values 
ally accepted by society. In the other group, the only level of life in the 
home is that of the necessary life; there is no time for ‘refinements’. Indeed, 


there is often no money for refinements; and sometimes there is complete 
ignorance of what refinements are. 


We have suggested that standards 
accordance with certain standards, 
predictable. If we meet a situation to 
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traits is institutions. These include first and foremost the school in all 
cases, the church in some cases, and clubs and similar places where people 
intermingle and behave in specific ways. In addition, character traits are 
determined by respected figures. These may be universally respected figures 
of history, or current idols with less general acceptance, and teachers. In 
terms of what we have already said, Peck and Havighurst are saying that 
the first values come from the home and family. Certain values and stand- 
ards, a certain ‘culture’ are learned long before the child arrives at school. 
His character is formed in accordance with these standards and values; 
his behaviour is determined by these standards; his success or failure is 
judged by his family in terms of how well or how badly he measures up to 
the culture of their social class. 

The necessary life, then, provides each individual with ‘learning pat- 
terns’ and ‘behaviour patterns’ before the ‘comfortable life’ does. The 
standards of the necessary life include personal cleanliness, eating habits, 
conduct towards other people, attitudes to authority. These differ with 
different groups. In some cases the standards which the child brings to 
school with him help him to settle in school and to learn. In other cases, 
the behaviour patterns and standards which the child brings with him to 
school prove a definite hindrance. 

The reader will now appreciate further what we said about needs in the 
sixth section of Chapter 4. There we said that both society and the child 
had needs. Society determines what are desirable forms of behaviour in all 
individuals; the school is one of the agencies for producing these desirable 
forms of behaviour. In some cases no reconciliation is needed between 
the needs of society and the needs of the child. In other cases there is a 
tremendous discrepancy. In many cases, the needs of the child are definite 
lacks or deficiencies. The necessary life has not fulfilled the needs which 
society imposes. It is then that the school has to ‘reduce the needs’ by 
supplying what is lacking. 


IMPLICATIONS OF CULTURE FOR CURRICULUM 


We can leave this problem for the time being, and concentrate next on 
those aspects of the concept ‘culture’ which have definite implications for 
our next concept, ‘curriculum’. We can see at once that the curriculum is 
the vehicle by which the school communicates elements of the general 
culture (7). It transmits what is worthwhile; it produces ‘awareness of 
standards’. It does this by reflecting important items of the general culture 
in the curriculum. The content of the curriculum is therefore concerned 
with knowledge, beliefs, values. If we think back to the ideas of Plato, 
Arnold, Newman, and Livingstone, we can see why the Classics were the 
basis of the curriculum for so long. They represented what was most 
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worthwhile. Through the Classics, the school produced the educated man, 
the cultured man, the gentleman. 

Current changes and proposed changes in the curriculum are attempts 
to reflect in school changes in the culture of society in general. But there 
has always been opposition to the inclusion of certain things under the 
heading of culture. What we have termed the aristocratic interpretation 
of culture for a long time refused to accept that Science, which was very 
much a part of our way of life, was ‘cultural’. This attitude prevented 


Science from being included in the curriculum. Evenate in the nineteenth 
century, thinkers like Thomas Huxl. 
heeded w 


with the real connection between 
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ucation is a process which initiates 
h | of society.” By this we mean that 
we introduce him to certain generally a 


n between general culture, education, 


of all th : K 
well expressed by Ross when he Med Tee poses difficulties which are 


‘But, since the successful absorption ofthec 
impels the individual to contribute to it, it is clear that th one 
> » the more 


succeeds with one generation, the great i 
iir qa er will be t : 
As the body of culture is increased, the task of RS n with the next. 
it and securing conditions for its gen bau sd aoi ies 
continually grow 


ommon culture enables, even 


2 eral en]. 
more complex. 


In that passage, Ross seems to be saying no more thant 
cated life becomes, the more items jostle an 


ene the more compli- 
: c i 
curriculum’. With culture there is no problem wl in culture and the 


€ can expand culture 


The Concept 'Culture' | 113 


almost ad infinitum. The problem comes only when we have to decide 
which items from the culture we require to reflect in the curriculum. 

The position, however, is not as simple as that. We miss the whole 
point unless we realize that if we concentrate too closely on the connection 
between education, culture, and curriculum, we are in danger of becoming 
hazy about the actual concept ‘culture’. We would then be in the same 
Position as Herbert Spencer's contemporaries whom he so severely criti- 
cized. 

Spencer says that in his day, people were regularly debating whether 
Classics or Mathematics ought to be studies in the curriculum. Such 
people thought that they were attempting to clarify the concept ‘curri- 
culum'. Spencer is adamant that they were not. He says that to assume 
that debating whether Classics or Mathematics is better is the same as 
answering the question ‘What is meant by curriculum?’, is as naive as 
saying that dietetics consists of deciding whether bread is more nutritive 
than potatoes. He argues that while few would fall into the latter error, 
many would fall into the former. Today we hear a great deal about curri- 
culum reform, and analysis of this problem which, as we have seen, is 
central to education, is most valuable. But there is still a very real danger 
that such discussion misses fundamental issues, and that at least some of 
the ‘problems’ posed are merely the type of trivial issue to which Spencer 
referred, in contemporary guises. 


CULTURAL ELEMENTS WHICH INFLUENCE THINKING 
TREMENDOUSLY 


We suggested earlier in this chapter that the values of culture are those 
things which have influenced men’s thinking. A few things influence 
thinking tremendously. In the same way, many teachers have influenced 
thinking; few have influenced it as tremendously as, for example, Christ 
did. 

Russell uses this type of argument when he considers culture. His argu- 
ments also give a very definite answer to the perennial issue: Is science 
part of culture? and, by implication, to the more recent question, ‘Is 
technology part of culture?’ Both science and technology are becoming 
increasingly greater parts of everyday life. Consequently they affect, to a 
very considerable extent? what we have referred to as the necessary life. 
But the question ‘Are science and technology parts of culture?' is, as we 
have seen several times, really asking if they make significant contributions 
to what we call the comfortable life. Russell declares: 


‘The triumph of science has been mainly due to its practical utility, and 
there has been an attempt to divorce this aspect from that of theory, thus 
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making science more and more of a technique, and less and less a doctrine 
as to the nature of the world.’ 


There are echoes here of the ideas of Plato. The education of the P 
was to be in the principles, not in the application, of mathematics an 
Science. When mathematics was applied in the education of the artisans, 
it was ‘tolerated’ by Plato. He described this type of education as banausic, 
which can be translated as ‘menial’ or ‘fit only for slaves’. We oe 
saw (in Chapter 3) that techniques and know-how are characteristics 0 
training, not of education. Russell is saying that science has become 
famous for the very reasons which deny ‘cognitive perspective’. Culturally 
and educationally, science, to be acceptable, must contribute to ‘cognitive 
perspective’. We shall have reason to recall this problem in our next 
chapter on curriculum. 

Although there have been various interpretations of culture or cultural 
emphases throughout history, Russell implies that genuine cultural ele- 
ments are those which have ‘dominated the future from their own time 
to the present’. Culture was interpreted in rational and aesthetic terms in 
Ancient Greece; in civic and moral terms in Ancient Rome; as Scholas- 
ticism in the Middle Ages; as humanism in the Renaissance; as science by 
Bacon (10), and later by Spencer and Huxley. Indeed, if we read Huxley 
we find that culture has been used to describe 
more recent times, while in the Middle Ages 


relationship between education, culture, and curriculum has seldom, if 
ever, been simpler than it was wh 


en saintliness was culture. To achieve 
Saintliness one studied theology; to study theology one learned Latin. 
The reader should bear this simple process in mind when we deal with 
modern curriculum problems in the next chapter. 

But few of these emphases have lasted. Fewer still continue to dominate 
thinking. Many people have contributed to culture, few can be thought to 
have made contributions which are almost Synonymous with culture itself. 
An example will illustrate this. 

Ancient Athens produced man © in particular are 
relevant to the present discussion — Solon (11), the law-giver, and So- 
phocles (12), the dramatist. When x 


a very complex process 1n 
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Men and women in modern Birmingham still suffer the same torments for 
the same reason as did the heroes and heroines and even the lesser charac- 
ters in the pla + of Sophocles. All that mankind could suffer through 
mental anguish is shown there. Men and women today can recognize 
themselves and their problems in the Sophoclean characters, because they 
are outside the confines of time and place. 

To take another example: Russell suggests that Greek architecture still 
dominates the present. Newman declared that ‘culture is the pursuit of 
perfection', and the Greeks reached perfection (or something very near it) 
in their architecture. Without the advantages of modern knowledge and 
modern scientific and technological inventions, they produced buildings of 
Which, alas, only ruins remain. Yet in those ruins there is 'aesthetic perfec- 
tion’, which modern man knows will never be surpassed. Thus the build- 
ings of Greece and the plays of Sophocles have the power to make a deep 
and lasting impression that the laws of Solon can never match. If we think 
about this in conjunction with what Russell said of science, we begin to 
realize why there is such an emphasis on the ‘humanities’ in any interpreta- 
tion of culture. And.it is not surprising to find the same emphasis in the 
curriculum. 

We have strayed a long way from the issues which we raised at the 
beginning of this chapter. We attempted there to reconcile an apparently 
aristocratic interpretation of culture, which stressed certain values and 
Standards, with the sociological definition of culture. The lower down the 
class structure we went, the less possible it seemed to reconcile the values 
of general culture with the values of particular sub-cultural groups (13). 
How do we reconcile the value which says that it is the ‘done thing’ to 
read Shakespeare, with the value which says that it is the ‘done thing’ to 
watch Liverpool play soccer? People with the latter value have frequently 
"un heard of Shakespeare. If they have he is no more than a name to 
them. 


FURTHER THOUGHTS ON ACADEMIC CULTURE AND CULTURE 
AS A WAY OF LIFE 


In fact, there is a great deal of relevance in what we have said in the later 
pages of this chapter to. the problem of which we have just reminded 
ourselves. For, in Ancient Greece, life was relatively simple compared 
with modern life. The aristocrats enjoyed almost unlimited leisure; the 
artisaus, being little better than slaves, had little or no leisure; and the 
ample leisure of the one class depended on the lack of it in the other. 
Moreover, there was a tremendous gulf between the learning of the aristo- 
crats and the ignorance of the artisans. The artisans accepted the rulings 
of the Guardians because they had insufficient knowledge to challenge 
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them. As well might one, who did not know what ‘astronomy’ meant and 
had only *public language' in which to express himself, attempt to challenge 
the views of the Astronomer Royal on his own subject. 

Life in the Middle Ages was even simpler. For both classes the aim was 
saintliness. The élite were able to study theology because of their know- 
ledge of Latin, and thus sought to attain saintliness; the lower orders 
received an education determined by the élite, which sought to help them 
to achieve saintliness and hence find salvation. Because there was only one 
way of life, there was only one culture — general culture. Because there was 
only one way of life and only one culture, there was only one set of values 
for everyone. The élite supervised these values; the lower orders did not 
challenge them. 

However, with the passing of time society has become tremendously 
complex. There is no longer one way of life, no longer one set of values, 
one general culture. The spread of education is partly responsible for this. 
At a certain stage of his development, every infant suddenly realises that 
he does not have to obey the orders of his parents. The automatic reaction 
is to avail himself of the new found power and to defy his parents. He 
makes it plain to them that he has no intention of obeying all their com- 
mands. This is what has happened in Society. The worker has become 
emancipated. The ‘boss’ can no longer employ his workmen as Greek 
upper-class families employed slaves. The working man has developed his 
own ideas, and his own way of life. Even the class-structure has become 


alternati ing i i 
is illustrated in some of the- books describing meee 
man before the advent of the trades unions, 

However far we move from the idea of a general culture with a set of 
values and standards, and sub-cultures with their own values and stand- 
ards, we are bound to-come back to it again 
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own devices. Education, we decided, would have little value if its sole aim 
was to leave the child to his own devices. 

Exactly the same applies to the two interpretations of the concept of 
culture. To say that we can no longer think in terms of a culture like the 
saintliness of the Middle Ages, which was a single way of life with a 
simple set of rules for all, does not mean that we can go tó the other 
extreme. We cannot abandon the general culture and say to the sub- 
cultural groups, ‘Live according to your own rules, follow your own 
devices’. In other words, we cannot say that we are faced with a simple 
choice between two sets of values — those belonging to culture, and those 
belonging to sub-cultures. To do so would merely be to offer the necessary 
life as an alternative to the comfortable life. If the choice fell in favour of 
the necessary life, we could not, by any stretch of the imagination, speak 
of achieving progress. We may be aware of something without being 
entirely governed by it. We can accept that the recognition of sub-cultures 
Is a sign of progress; but this is not the same as saying that in future 
everyone must be dominated solely by his own sub-cultural behaviour 
patterns. 

King (16), in a chapter called ‘Culture Conflicts’, suggests that in every 
country there are now problems of ‘divided culture’, contradictory interpre- 
tations of culture. In our own first chapter, we saw that the word ‘philo- 
Sophy’ can be used by different people to mean different things. King says 
that precisely the same thing is true of the word ‘culture’. Even within one 
Society there are inconsistencies. To take a single example; in Britain we 
tend to assert that the Communist state imposes a way of life, and that, 
because of this, it is evil and denies freedom. Yet the Tzarist system, 
which Communism replaced, was even more restrictive of freedom. It 
Perpetuated a social system which had been destroyed in France by a 
revolution over a century before. We have already seen that one school of 
thought, protesting against the existing system, in education replaced the 
education content of the old authority by another. Yet eventually the new 
authority fell into the bad old ways of its predecessor. In trying to break 
down barriers, it merely re-erected the same barriers under another name. 

In America there is a very definite culture conflict between two ideals, 
individuality and conformity. The American constitution says that man 
has certain ‘inalienable rights’. Yet if he takes this too literally, he infringes 
the liberty of others and acts contrary to the democratic ideal. 

In the Soviet Union, the Marxist/Leninist ideal is to abolish class and 
privilege. In theory this would solve the problem which we set ourselves 
in this chapter, to reconcile the cultural values of the ‘gentleman’ and the 
everyday life values of the lower classes. In theory, the Russian idea would 
bring the two values together by degrees until they merged and became 
the basis of one culture. But who will bring about the abolition of class? 
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The answer is ‘The Party’. The question is how will The Party poe 
from any other élite? Will it abolish itself, once it has abolished socia 
class? —— 
Culture conflicts may be symptomatic, not of sickness, but of vita i 
To have two parties in a government gives a choice to voters which is no 
there in states where there are no party politics. One party is there to 
scrutinize and criticize every act of the other. Much the same situation is 
present when there are two cultures. It is no less logical for sub-cultures 
to call into question the long-established values of the general culture than 
it is to say that one aim of education is to make people critical. When one 
Society condemns the cultural conflicts of another society, it is often only 
condemning by projection the inconsistencies within itself (17). This 1 
another example of assessing problems in terms of preconceived ideas an 


biases rather than against the criterion of reason. 
We conclude the 


we both live an 
different author: 
beliefs, to which 


In modern complex societies different Social classes and groups have 
characteristic ways of life. One group find 


ps > nes religion a dominant influence, 
another that politics is equally dominant. The Problem is not solved by 


each pouring scorn on the dominant influence of the other. As dante 
this book, we come to the point where we are forced to admit that a crucial 
factor in the problem is awareness. If Society as a whole is forced to accept 
that there are ways of life characteristic of smaller groups, the ny 
groups must also refrain from shutting their minds to the Wider culture 
It may well be that the task of education is to increase this mutua] Morris 
ness as the first step to resolving apparent or real Culture conflicts. ir 
has made the ‘lower classes’ aware of the values of the 
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education. Instead, to gain acceptance for these values it must make them 
acceptable on rational grounds. 


NOTES AND REFERENCES FOR CHAPTER 6 


1 Matthew Arnold (1822-1888) was the son of the famous Thomas Arnold, 
headmaster of Rugby, and a considerable poet. From 1851 to 1883, he 
held the post of Inspector of Schools. In 1859, and again in 1865, he was 
sent to the Continent to study the educational systems there, and when he 
returned, he stressed the importance of reorganizing secondary education 
in this country. It could be said that the study of comparative education 
began with Matthew Arnold, received impetus from Kandel before 
the Second World War, and became prominent as a regular area of study 
after the end of the war, when world problems emerged in politics and in 
education. 

In 1861, Arnold wrote The Popular Education of France, followed in 
1864 by A French Eton. In 1868 he published Schools and Universities on the 
Continent. , 

In addition to his official duties as an Inspector of Schools, Arnold was 
very much concerned with culture. He was Professor of Poetry at Oxford 
from 1857-1867; and published several works on criticism, including his 
important Essays in Criticism in 1865. 

In the last phase of his life, he combined his interest in culture and his 
critical powers in a critical analysis of the society of his day, as well as of 
religion in England. These activities resulted in his famous Culture and 
Anarchy published in 1869, in which he described the danger of materialism 
as exemplified in English society. It is interesting to compare his thoughts 
on culture as a collection of what is truly excellent, with Plato's idea of 
absolute values as the important bases of society and of education. Plato 
stressed these values in reply to the more pragmatic ideas of the ‘sophists’, 
who gave lessons for money in politics, mathematics, and rhetoric. As time 
went on, they laid more stress on cultivating the *persuasive tongue' than on 
spreading real knowledge. It is interesting to recall that we said that Quick 
condemned Sturm for over emphasizing rhetoric, claiming that he greatly 
influenced the classroom but did much damage to education (in notes and 
references for Chapter 5, Section 4). 

2 John Henry Newman was a slightly older contemporary of Matthew 
Arnold, having been born in 1801. His name is always associated with the 
‘Oxford Movement’, described by Émile Legouis and Louis Cazamian (A 
History of English Literature, Dent, 1926) as one of the 'fervid streams of 
philosophical thought in an industrial age’. It will be seen at once that such 
a movement could fairly be described as ‘cultural’, and also had in it a note 
of what might be called social protest against the social effects of the 
Industrial Revolution. 

In 1845, Newman left the Anglican Church and became a convert to the 
Church of Rome. His emphasis in education was always on excellence, on 
the intellectual and the academic. He was also a great respecter of ‘tradi- 


tion’. He died in 1890. ; 
3 R. L. Nettleship is well known for a series of Essays on Plato's Republic, 


(Macmillan 1938). 
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4 Sir Richard Livingstone, an eminent classical scholar and writer on cultural 
issues. In 1944 he published Education for a World Adrift, Cambridge k 
University Press. 3 

5 Social Class Influences upon Learning, Allison Davies (Harvard University 
Press). Several references to this excellent little book have been made in the ji 
notes following earlier chapters. y 

6 The Psychology of Character Development, R. F. Peck and R. J. Havighurst 
(John Wiley 1960). The main purpose of the book was to raise questions r 
about the real effect of present educational and religious practices on the r 


development of character. It is difficult in places, but should be read for the ? 
main ideas which it puts forward. See also th 


e issues in our own Chapters 11 $ 
and 12. 
7 What we referred to, previously, as 
8 Thomas H. Huxley (1825-1895) is sa 
of Education — see also notes at the 
accomplished more for the actual 
education than any other English 
London School Board, as well as a 
the points made by Bacon, 
famous for his definition of ‘li 


‘Culture (with a capital ©)’. f 
id by Monroe (Text-book in the History 
end of Chapter 1, Section 25) to have i 
extension of the natural sciences in i 
man. He was a member of the first 
university professor. He re-emphasizes 


that education should be ‘realistic’. He is ! 
beral education': 


'chanism, it is capable of; whose h 
With all its parts of equal strength, 
like a steam engine, to be turned to 


2 education; for he is, as co aman 
can be, in harmony with nature." f ee 


10 


11 


12 


13 
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quarter of the passage, and to what extent are these ideas in accordance 
with or at variance with the ideas about nature held by eighteenth- 
century thinkers? 

5 To what extent is the language the objective language of the scientist, and 
to what extent is it emotive? Where do we draw a distinction between 
metaphorical language which conceals educational truths and is accept- 
able, and emotive language, which analytical philosophers would con- 
demn (see Emmet on the ‘bewitchment of language’). 


Groundwork of Educational Theory, J. S. Ross (Harrap 1942). This was at 
one time a famous work in teacher training colleges. Readers should look 
at the book and ask themselves what is the difference between Ross’s 
approach and the analytical approach, and to which writers of the present 
time Ross can be compared. pu 

Francis Bacon (1561-1626) substituted a practical and useful aim in educa- 
tion for the old verbal and theoretical one. Speaking of the education of the 
past he said: 


*Philosophy and the intellectual sciences are adorned and celebrated like 
statues, but, like statues, are not moved from the spot whereon they 
stand." 


He believed that education should deal with objects and ideas. A similar 
viewpoint is expressed by Spencer and Huxley. ‘ : : 
Solon (c. 640-558 s.c.) was a member of an aristocratic Athenian family, 
who became famous as a statesman and a poet. He effected a seisachtheia 
(or ‘throwing off of burdens’) by making it impossible to exile people or to 
make slaves of them if they failed to pay back money which they had 
borrowed as a mortgage on land. He also reconstituted the boule (or senate) 
and set up the Heliaea as the final court of appeal. The Council of the 
Areopagus (mentioned by St Paul) was allowed to retain its right to try 
religious crimes and cases of premeditated murder. —— 

Sophocles (496-406 ».c.) wrote 120 plays, most of which have been lost. 
The seven remaining ones are amongst the most famous of all tragedies: 


Antigone (441 B.C.) 

King Oedipus (date uncertain) 

Electra (date uncertain) 

Ajax (date uncertain) 

Trachiniae (date uncertain) 

Philoctetes (409 B.C.) 

Oedipus at Colonus (posthumously, 401 B.C.) 


He added a third actor to the conventional two in Greek tragedy, increased 
the number of the chorus from twelve to fifteen, and greatly developei 
Scenery. In his plots, man's will plays a greater part than it muy the plays 
of his predecessor Aeschylus. Aristotle says that he portraye Pos e ar 
they ought to be, while Euripides (the third of the enel tri de 
Athenian dramatists) portrayed them as they are. Matt! ds Ino is 
that Sophocles ‘saw life steadily and saw it whole’. Racine em pus E 
similar influence in more recent times. The classical ag ic ara 
Claverhouse Jebb produced translations of the plays which are wort 


reading in their own right. , - 
The technical term used by sociologists. 
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14 The divisions of the ‘General Classification Scale’ are: 


15 
16 


17 


Class 1. Professional and higher administrative. 
Class 2 Managerial executive. 

Class 3 Inspectorial/supervisory (higher grade). 
Class 4 Inspectorial/supervisory (lower grade). 
Class 5 Skilled manual/routine grade non-manual. 
Class 6 Semi-skilled (manual). 

Class 7 Unskilled (manual). 


For further information about these classes the reader is referred to Social 
Mobility in Great Britain, ed. D. V. Glass (Routledge & Kegan Paul 1954). 
Strictly speaking, the two main classes — white collar and manual — merge 
in class 5 (see Section 14 of the notes to this chapter). 

World Perspectives in Education, Edmund King (Methuen 1962). This is a 
very readable book which should be read. It appears from its title to be a 
book about comparative education, and it is. But it is a Philosophical 


approach rather than the more usual comparison of educational system in 
a number of countries, 


‘Projection’ (and other ‘e 
length in Assessment and 
Allen & Unwin 1972). In 


Chapter 7 
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CURRICULUM AND SPECIFIC CURRICULA 


For all teachers a study of the concept 'curriculum' is essential to a study 
of education itself. If we had begun the present book with an analysis of 
curriculum, we would have covered the same ground as we have covered 
by starting from education. The reason for this is that curriculum implies 
‘content’, ‘aims’, ‘training’, ‘worthwhileness’, and ‘culture’, all of which 
we have considered. In addition, a study of curriculum raises other issues — 
liberal education, freedom, authority, which we shall meet in later chapters. 

However the term that comes most readily to mind when the term 
‘curriculum’ is used, is ‘content’. This is variously defined as ‘subjects’, 
‘projects’, ‘areas of study’, terms which, as we shall see in a moment, 
raise the issue of teaching method. This, too, is closely connected with the 
concept ‘curriculum’. Strictly speaking, however, if we talk of method and 
content and their interconnection, we are thinking of a particular curri- 
culum or of different curricula, for example, the primary school curri- 
culum, the secondary school curriculum, and remedial curricula. The 
concept ‘curriculum’, however, cannot be so limited. We have already 
seen an example of this in the last chapter. There, we began by talking of 
Culture (meaning the general culture and culture meaning sub-culture). 
In the same way the concept Curriculum is Curriculum (with a capital C). 
Specific types of curricula (with a small c) develop from the larger concept. 
Our experience of linguistic analysis tells us that we must be careful always 
to distinguish clearly between the two. . 

Specific curricula imply specific content, specific bodies of knowledge. 
The larger concept Curriculum implies the general fundamental principles 
Which underly all the specific curricula and help to determine their content, 
and each specific curriculum can be said to have its own philosophy. This 
idea of fundamental principles and specific bodies of knowledge is indicated 
by a sentence from the Norwood Report (1): 


'Education ... must be ultimately concerned with values which are 


independent of time or particular environment, though realizable under 
changing forms in both.’ 
It is not difficult to recognize the idea of education and general culture in 
the first part of this sentence, which mentions *values independent of time 
or particular environment’, a concept very close to ‘what is worthwhile’, 
in the sense used by Peters. Nor is it difficult to recognize the connection 
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between the ideas expressed in the second half of the sentence from Nor- 
wood and curricula. The reader might also ask himself with what justifica- 
tion we could use ‘Curriculum’ where Norwood uses 'education'. 

What we have so far said suggests that Curriculum is a concept closely 
connected with knowledge and values and with their transmission. Specific 
curricula, then, may be said to be the interpretation by different individuals 
or by different bodies of what is worthwhile and what must, therefore, 
be passed on from one generation to the next. F 

This is in keeping with Peters’ suggestion that it is not necessary to give 
a precise definition to *worthwhileness' as an idea when he says, in the 
first criterion, that education implies the transmission of what is worth- 
while. Worthwhileness is a general idea, to which different people will give 
different specific meanings. A member of a primitive community may have 
different values from someone in a civilized community, but there will be 
certain characteristics in the values of both which imply worthwhileness. 


CRITERIA FOR CURRICULUM 


Because of this, it is not sur] 


very much what Peters did with education. 
Curriculum, nor d 


ures up to the followi 


j ng criteria, which James refers to as three ‘broad 
headings’. The criteri 


a or broad headings are: 
1 That an area of stud 
the business of living 


2 That an area of Study may inculcate valuable skills. 
3 That an area of st 


t udy may contribute to the spiritual development of 
the individual. 


y may contain information which is essential to 
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involved in metaphysical speculation. We do not begin to ask such ques- 
tions as ‘What is God?'; instead, we enter the areas of art and music. We 
do not need to stray outside conventional areas of the curriculum. Indeed, 
Spiritual values are often said to come from the humanities, or from litera- 
ture and the arts. 

This is very much the sort of thing that James means when he uses the 
word ‘spiritual’. In fact he defines spiritual as ‘the satisfaction of the 
highest intellectual, moral and aesthetic capacities’. We may say, with 
some justification, that Plato would have agreed with this idea. 


JAMES'S CURRICULUM CRITERIA AND O'CONNOR'S AIMS OF 
EDUCATION 


It is also interesting to see the connection between James's three broad 
heads and O'Connor's aims of education. The connection should not be 
Surprising. We have already said that there is a definite connection 
between the aims and the content of education. For our purposes the 
content of education is the school curriculum, which reflects and isto a 
greater or lesser extent determined by the aims of education. What educa- 
tion aims to do determines what we study. Consequently there is also a 
connection between James's three broad heads and Peters’ three criteria. 


We can show the relationships as follows: 


JAMES. That an area of study may convey information which is essential 


to the business of living. y +s 
O'CONNOR. (Aim 1.) To. provide men and women with a minimum of 
the skills necessary for them to take their place in society and to seek 


further knowledge. i 
PETERS. That education must involve knowledge and understandin 


some kind of cognitive perspective, which are not inert. 


g and 


JAMES. That an area of study may inculcate valuable skills. T 
O'coNNOR. To provide men and women with a vocational training that 


will enable them to be self-supporting. uu 
PETERS. (No direct equivalent from the three criteria.) 


JAMES. That an area of study may contribute to the spiritual develop- 


ment of the individual. a ; 
O'coNNOR. To put men and women in touch with and train them to 


appreciate the cultural and moral achievements of mankind. : 
PETERS. That education implies the transmission of what is worthwhile 


to those who become committed to it. 


James says that ideally whatever makes up the content of the curriculum 
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ought to match up to all three criteria. 1f anything does match up to all 
three, there is little or no possible argument against its inclusion. Latin in 
the Middle Ages could be said to have measured up to all three criteria. 
It is partly for this reason that it has survived for so long in changed and 
still changing circumstances. We saw in the last chapter that James s idea 
was true of Latin when we examined Huxley’s statement that the aim of 
education in the Middle Ages was saintliness. Latin was a ‘tool subject , 
à vocational skill, because it led to an understanding of theology, which 
was essential to the business of living. Latin, via theology, also satisfied 
the highest intellectual, moral and aesthetic capacities. 

In modern times we can, and do, argue that Latin is valuable. It falls 
under Peters’ heading of worthwhileness. It may thus be argued that it 
satisfies James’s third broad heading. But it can no longer be argued that 
it satisfies James's first and second criteria, Nor can it necessarily be 
argued that it has the unique value in the third sense that it is often claimed 
to have. It is also interesting to see that it satisfies James’s first criterion of 
“conveying information that is essential to living for the gentleman’. But 
historically Latin became associated with élites, since it did not serve the 
same vocational purpose for the majority. 

James concludes that the Subject most likely to satisfy all three criteria 
at the present time is the mother tongue. It is Significant that native langu- 
age and literature figures in Soviet education at all levels. The mother 
tongue is a ‘tool subject’ (in American parlance), or what we should call 


"one of the three Rs’. It information necessary for the business of 
living, because all information i 


£n to them. Finally, the mother tongue 
i riterion, because it helps through literature 
to cater for the highest intellectual, moral, and aesthetic capacities of man. 


CURRICULUM CONTENT AND METHOD 


was a connection within specific curricula 
etween what is taught and how it is taught. 


l his term is generally used to refer to the 
non-vocational aspects of the 
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students study Science in order to maintain a balance in the education they 
receive. The Ministry Circular 323 suggests that this is not necessarily the 
answer to the problem of how to make a balanced curriculum or to give a 
balanced education. In our view, the problem is to ensure that further 
education does not become synonymous with vocational training. The 
Ministry's suggestion is that a vocational subject or area of study can be 
made liberal by using methods that are stimulating and enlightening - an 
interesting point which is worth considering further. 

In Chapters 2 and 3, we saw that there are important differences 
between education and training; and because of these differences we use 
the two expressions ‘the educated man’ and ‘the trained scientist’. A 
misunderstanding of the exact difference between the two leads to the 
error of thinking that teaching Latin to the scientist and science to the 
classicist automatically gives balance. James argues that the scientist can 
develop something like Peters’ ‘cognitive perspective’ far more effectively 
through science than by studying Latin in a sixth-form ‘cram course’. 
We recall, too, that Russell maintained that science ceased to be cultural 
when its reputation rested upon its ‘applied values’ rather than upon its, 
function as an explanation of the world. 

We can now see that there is a connection between what Russell and 
James and Circular 323 are saying. We can teach science in a severely 
factual and applied manner, or we can teach it as a vocational subject. 
In neither case does it measure up to more than one of James's three 
criteria. In that case, it merits inclusion only as much as any other area 
of study which measures up to only one of the criteria. In terms of Circular 
323, the way it is taught robs it of any liberal value. It is tied to a vocational 
idea. 

Similarly, it is possible to teach Latin by the centuries-old method 
Which requires the pupil to learn and recite the grammar. In the early 
Stages, success is largely measured by the ability to parrot this basic 
grammar. The sole aim of the teaching is to enable the child to undertake 
the academic exercise known as translation. No interest is aroused by the 
Process; the object is merely to enable the child to pass an examination. 
He seeks to obtain a facility in Latin because certain university faculties 
demand Latin as an entrance requirement. It will readily be seen that 
Latin taught by this method is no more liberal than vocational science. 
It is absurd to argue that it caters for the highest intellectual, moral, and 
aesthetic capacities. It is in fact little removed from mental training (5). 

The realization of this fact prompts people from time to time to seek 
new methods of teaching. Nuffield Science is a case in point. Unfortunately, 
there is a. belief that by altering the method of teaching we eliminate all 
wrong thinking, whereas the opposite often happens. There is a very real 
danger, as James warns, that there will be such concentration on method 
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that content will be ignored. Yet we cannot sensibly consider one without 
the other. It is as meaningless to dress up inert material in a new method 
as it is to make material inert by teaching it (transmitting it) badly. 

Much damage can be done, and has been done in the past, at the early 
levels of education. It was believed at one time that the child was not 
capable of reasoning before the age of eleven. The ‘curriculum’ of the 
junior school, therefore, consisted of a number of facts which were 
crammed into the mind and stored until reason should awake at the age 
of eleven. Reason was then supposed to act like a bricklayer on the bricks 
which had been stockpiled throughout the primary school years. 

By this process of cramming, we rendered the information inert. In 
history and geography, we taught concepts of time and space, which 
meant nothing to the child, because they were outside his experience. 
We used language beyond the child’s understanding. The better pupils 
were able to form what Peel (6) refers to as ‘verbal habits’ and to parrot 
the words when required to do SO, on a stimulus-response (7) level. The 
less bright were completely bewildered by the whole process. 

This was often followed at the secondary level by teaching, which was 


sometimes good instruction, sometimes bad, sometimes even doctrinaire 
(‘This is right, because I say so"). 


CURRICULUM AND CULTURE 
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avenues of approach. We have still a long way to go in our analysis of the 
concept of Curriculum. 

The primary school curriculum has become, traditionally, the three Rs. 
Its content supplies each child with the basic skills of reading, writing, 
and counting. In a previous chapter we have suggested that these may be 
called ‘survival skills’. Naturally they are more sophisticated than the 
survival skills in primitive societies. Nevertheless, since later they are basic 
to earning a living, they have a survival characteristic. James remarks that 
there has been very little change (or talk of change) in the content of the 
primary school curriculum. It still retains its basic nature. There is much 
talk of changes of content in the secondary school curriculum; changes 
related to the primary school are changes of method (8). 

King (9), discussing the increasing demands which technological develop- 
ment imposes on the school, questions whether the three Rs are any longer 
sufficient as the core curriculum of the primary school, and there are others 
who appear to agree with him. In recent years, there have been suggestions 
such as the inclusion of French and science in the primary school, which 
appear to lend support to King's idea. Others have argued that a// subjects 
are only elaborations of the three Rs. In this argument, for instance, 
French and mathematics are extensions of letter and number knowledge. 

We may already have touched upon the solution to this problem, when 
we suggested that the method by which a subject is taught can be enligh- 
tened and enlightening, or dull and depressing. The old method of rote 
learning in the three Rs can be assigned very clearly to the dull and 
depressing category. If the new methods are to be effective, they should 
aim at open-ended teaching. Instead of teaching reading, writing, and 
counting as skills in themselves, they should be taught in such a way that 
they are easily applied in many more complex areas. Learning to write, 
like learning the grammar of a language, is not the end of a process. It is 
the acquisition of a necessary skill which enables the learner to embark 
on more intellectually demanding processes. Language enables the learner 
to express ideas, and it is for this reason that he learns it. Learning langu- 
age, in the traditional sense, is no more valuable than learning to play the 
violin. Both involve instruction and drill. 

Other people argue that the demand which technology makes on educa- 
tion is in the area of higher-level skills, and this affects secondary curricula. 
Since the Newsom Report, we have been made aware officially that we 
cannot afford to have large numbers of children of average and below- 
average ability leaving school to enter the labour market as unskilled 
workers. The implication here is that, for these pupils at any rate, the 
content of education and consequently the curriculum, should have more 
vocational emphasis than in the past. But it must be remembered that even 
in advanced technological societies the school must continue to transmit 
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the values of that society. We must avoid the tendency to think of the 
curriculum solely in terms of knowledge to be transmitted rather than of a 
balance between knowledge to be transmitted and attitudes and beliefs 
to be developed, values to be established, individuals to be made capable 
of ultimately emerging as useful and valuable members of society. 

For this reason, it is well to remind ourselves that Peters, when establish- 
ing his three criteria for education, stressed first that education involves 
the transmission of what is worthwhile, and secondly that it involves the 
transmission of knowledge. Similarly, O'Connor (and we must assume 
that the order in which he states his aims is not accidental) states that the 
first aim of education is to provide men and women with ‘a minimum of 
the skills necessary to take their place in society and to seek further know- 
ledge’. Only after that does he state that the aim of 


education is to provide 
vocational training. 


It is possible to argue that O'Connor is, by this order of aims, thinking 
in terms first of the primary school, then of the secondary school. It could 
then be argued that the skills needed to take one’s place in society are the 
skills based on that early socialization which the infant school begins and 
the junior school develops, and the skills necessary to acquire further 
knowledge would then be the three Rs of the primary school. But if we 
accept this, there is still a vocational emphasis in the second aim, suggesting 


like Newsom, that there should be a vocational emphasis at the secondary 
Stage of education. 


vocational or utilitari 
James sums up th 
question to ask is this: 


This is eminently reason- 
um, the individual is con- 
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which will make demands of him according to his age and ability. The 
curriculum therefore must ensure that he is equipped to meet such 
demands. 

Thus James is saying that through the curriculum we determine what 
men shall be, since we cannot leave this to chance. This is the same emphasis 
that we saw in P. S. Wilson's article, when he said that education as it 
takes place in school was largely prudential. Such education produces 
teachers whose expertise enables them to determine what individuals will 
need in later life and the provision of a curriculum which will supply those 
needs. Exponents of ‘soft pedagogy’, putting forth the sentimental ideas, 
which in Chapter 4 we saw so severely criticized by Hardie, fail to appreci- 
ate this point sufficiently. Moreover, however much we argue at the 
philosophical level that the aims of education are intrinsic to the process 
itself and that the content of the curriculum is implied by the process of 
education itself, at the practical level society expects certain things of the 
school and of the products of the school. If these expectations are not met, 
society deems that education is failing in its aims and that the curriculum 
is not meeting the demands made upon it. The main demand which society 
makes is that its members shall acquire at school a minimum body of 
knowledge and skills, certain desirable attitudes and modes of behaviour, 
self-discipline, and a sense of responsibility. These cannot be provided at 
one specific level of schooling. If society demands these things, the 
demands must be acknowledged by the infant school teacher as much as 
by the secondary school teacher. Again we are reminded of the point that 
we made in Chapter | that education cannot be compartmentalized into 
different levels of schooling. It must be a continuous, evolutionary process 
to which teachers at all levels make their contribution. ' 

King questions whether the school, in other societies as well as in our 
own, is any longer the main educative influence. When the Church or the 
Court controlled education, it decided what it required of its members 
and provided the curriculum which would produce the type of person 
required. But as life and society become more complex, the demands made 
on the school are not always determined by a single body, the Church, the 
Court, nor even by educationalists. Educationalists are more and more 
compelled to interpret for the schools the demands which a technological 
age makes on the curriculum. Moreover, the demands may not only be 
national; they may be demands arising from international needs. We are 
faced with the problem whether there must be drastic alterations in the 
content of the curriculum or merely different emphases, with the content 
remaining much as it has always been. When King says that there have 
been greater social advances in the last thirty years than in the past three 
hundred, but that the curriculum has not kept up with them, we are 
bound to ask to what extent must revolutionary progress in society produce 
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revolutionary changes in the curriculum. May it not be that the curriculum, 
while making adaptations to meet contemporary demands, has also to 
provide an anchor holding to the past? If there is no such anchor, we may 
well face the situation where changes in the curriculum become purely 
arbitrary. In this case, by attempting to meet every demand made by 
progress and change, we succeed in meeting none of them. 

Once more we are reminded that within education there are many 
problems, but few easy and obvious ready-made solutions. In addition, 
we are provided with further evidence of the necessity to clarify every 
problem and to ask what exactly are we attempting to solve. When debates 
about curriculum reform occur, there are so many vested interests involved 
that the problem is often obscured. For this reason Wiseman is able to say 
that in spite of our professed desires for change, education is largely 
conservative, and Hollins is able to refer to the 'gaseous clouds of plati- 
tudes and lay-sermonizing’ which appear in debates on education and the 
curriculum. 

It is not difficult to see why it is so easy to criticize the content of the 
curriculum at any stage of our educational system. Everybody has the 
right to make demands of education, but it is not always easy to convince 
people either that theirs is not the only demand being made and that, if 


their demand is met, something must be excluded to accommodate it. 
What would have to go may be more wort 


demand. The greater the nu 


Ow we tend to go too far in the 
$0 doing, we run the risk of sub- 
admirably trained in a vocational 


It could be argued that for the majority Greek and Roman studies in 
English would fulfil the same function as Greek and Latin fulfil for the 
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gifted few. There is a growing tendency to initiate more and more pupils 
into such studies and less and less into Greek and Latin. However, some 
will argue that the full benefit of Classics lies solely in the initiation into 
what is worthwhile through Classical literature in the original. In this way, 
the languages are to the literature what we have seen Latin was to theology 
in medieval times. 

Similarly, it could be argued that philosophy would give overall per- 
spective, would cover many subject areas, and would have a broadening 
rather than a narrowing effect. But again it could be argued that philosophy 
is only suitable to certain levels of ability and, more important still, to 
people with a high level of maturity at secondary school level. 

There remain, for the secondary curriculum, those areas which are 
developing under the names of the social sciences, which include social 
psychology and sociology. The way has been paved for these subjects to 
some extent right from the primary school, where there is a growing 
tendency to abandon definition by subject. We now talk of ‘integrated 
studies’ and see no reason to classify things as English, or History, or 
Geography. By so doing we destroy the greatest traditional barrier, the 
compartmentalization of knowledge under subject headings. Thus to some 
extent the traditional and conventional approach to History and Geography 
disappear, too. It is not unusual nowadays for the stress in history to be on 
the less academic areas of social history and economic history. 


‘ACADEMIC’ v ‘PRACTICAL’ : THE PROBLEM OF EXCELLENCE AND 
CURRICULUM 
we are reminded of two other curriculum 


problems which have been gradually emerging during the last few: para- 
graphs. Let us call them the ‘academic v practical’ problem and the prob 
lem of excellence’. The two are not unconnected, but we will deal with 
them in the order stated. 

In an earlier chapter w 


In using the word ‘academic’, 


e saw that James said there was à tendency for 
reality to be associated with the factory and the workshop rather than 
with the school and the laboratory. Those who take this view assess the 
value of any area of study by its ‘relatedness to life’. Now no one denies 
for a moment that, if we teach a boy at school how to install the electric 
wiring in a house, we are teaching him something which is not only prac- 
tical and useful, but is also most directly related to life. There is nothing 
theoretical or academic about the actual wiring of a house. But if we 
teach a boy classical physics, we cannot, in the same way, say that this 
knowledge is practical, useful, and related to life. : 
Yet James argues that this is not simply a narrow attitude buta definite 
misunderstanding of the facts. Many of the areas of knowledge which we 
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teach in the secondary school are not directly applicable to a situation 
such as repairing a burnt-out fuse. But when we talked of culture in the 
last chapter, we said that culture and curriculum were closely related 
concepts. We also said that although many contributors to culture make 
an impression on the mind, few make a permanent impression. We 
instanced the difference in the impression made by Solon the lawgiver, 
the practical man, and that made by Sophocles, the academic man 


] ook | he interrelatedness of concepts, because it is a 
point which is all too easily overlooked. We hav 


: ; : g to people's preconceived 
ideas rather than to impartiality and objectivity, p 


One of the fallacies of the so-called egalitarian argument is the assump- 


The Concept ‘Curriculum’ | 135 


tion that if we establish a common curriculum we shall achieve equality. 
What does this argument mean? It may mean, in the first place, that by 
subjecting all children to the same subjects of study, we prevent some 
children from excelling academically, and some from not thus excelling, 
which is demonstrably nonsense. We can make all children practice 
hurdling every day of every week, but we shall not succeed in making 
everyone a gold medal-winner in the hurdles event at the next Olympic 
Games. The psychological concept of individual differences tells us that 
certain people have greater ability than others, to mention only one area 
of difference. Thus, if you make all children study only the three Rs at 
primary school, and Mathematics, Physics, and English at the secondary 
School, you will find good, bad, and indifferent performers at both levels 
in all three subjects. This is reminiscent of Peters, who is both psychologist 
and philosopher, when he described education as a process of initiation. 
He added, you will remember, the warning that not all people benefit 
equally from the initiation. This argument seems to be a thinly disguised 
attempt to limit excellence. As Nash (10) argues, there are greater possibili- 
ties in a democracy than in a totalitarian state. But there are also greater 
Possibilities for the evil, the base, the shoddy. Because there are possibili- 
ties for both good and evil, there is constant conflict between the two. 
Democracy often means little more than not committing oneself in the 
direction of either good or evil. In this way, while we pay lip-service to 
intellectual excellence, we do many things in our educational system to 
curtail it artificially, for instance, when we say that subjects from which 
only the very bright can profit shall not be included. Because the mass 
cannot benefit, the subjects must be eliminated. In most other areas, we 
deliberately encourage excellence. In education we seem to be afraid, or 
ashamed, of excellence when we encounter it. 

The logical argument for a common curriculum is not an ‘anti-excellence’ 
argument at all. It could be called the supporting argument against too 
early specialization. Let us take the example of the Soviet system, where 
there is a common curriculum in the secondary school. All pupils who 
enter the secondary school study the native language and the native litera- 
ture, a foreign language, Mathematics, Science. The purpose behind this 
is not to erect barriers to excellence, but to give everyone a chance to 
show his degree of excellence. By allowing no optional subjects, the system 
does not allow an individual to penalize himself. It does not ask him to 
choose between Physics and German. Such a choice could mean that, in 
the later stages of education, a man might be incapable of pursuing a 
particular career because he did not have the basic knowledge for that 
career. He lacks the basic knowledge because he chose an irrelevant 
optional subject at a certain stage in his school career. Russia does not 
permit to develop the situation where a man cannot be an engineer because, 
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in the third form of the secondary school, he dropped Maths and Science 
in favour of Biology and German. 

The Russian system, however, does not Say that, because every child 
studies the same secondary school curriculum, every child therefore has 
the same opportunity to become a top-class engineer. Indeed, those who 
at a certain stage show that they are not gifted with such abilities, are 
directed into a type of schooling which is suitable for them and for the 
State. This is a much condemned feature of the Communist system, but 
it is a condemnation based largely on emotional grounds, as we shall see 
in a later chapter on indoctrination. Yet a moment's rational analysis of 
the situation will show that this is precisely what Socrates meant when he 
said that it was the duty of the educator to diagnose the arete, the excel- 
lence or ability of every individual and then to train him accordingly. In 
this way the individual would benefit himself and the State to the best of 
his ability. The suggestion here is more of 'from each according to his 
ability, to each according to his need" than that the subjecting of all people 
to a common curriculum at some stage in their school career makes all 
people equal. 

Wiseman (11) makes it very clear that one of the reasons why Curri- 
culum causes so much difficulty is that education must go on. We cannot 
hold it in abeyance while we consider the reform of the curriculum. He 


implies. this especially when he Says that one of the factors which has 
determined the content of the curri 


accident’. Yet the best 


or equality of Opportunity, but in C 
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reaction of some parents to any selection process is, ‘My child must be 
selected'. Tremendous pressure is then put on the child to succeed. The 
other reaction is the one which regards those who are not selected as 
failures, or second-class citizens. This again is an emotional rather than a 
rational reaction. In the first chapter of this book we saw for many years 
there was a similar emotional reaction to the term ‘social class’, and to 
the even more potentially unpopular term ‘lower class’. The only result 
was to make educationalists slow to investigate class problems in relation 
to education. This meant that many people who might have been helped 
did not receive that help. When a more rational attitude prevailed and we 
examined social class problems, we developed a much greater awareness, 
which. in turn was transmitted into methods for helping children from the 
lower classes. The shamefulness (or embarrassment) was not characteristic 
of a particular class of society; it resulted from an emotional reaction of 
people outside the social class in question. Precisely the same sort of thing 
happened with the eleven plus examination. 


CURRICULUM DETERMINED BY THE ‘ELEVEN PLUS’ AND 
UNIVERSITY REQUIREMENTS 


The other argument connected with the eleven plus in relation to the 
primary school curriculum was that the examination determined the 
curriculum. Again, the argument is fallacious. The primary school curri- 
culum existed long before the selection examination for secondary educa- 
tion was introduced. Apart from the intelligence test (12), the content of 
the selection examination was based on the three Rs. The ability of the 
pupil in Arithmetic and written English was tested, together with his 
general intelligence (13). Later the intelligence test was changed to the 
‘Primary Mental Abilities’ (14). ‘ 
Once more it is the wording of the argument which is careless. It is not 
so much the curriculum (or content of primary education) which was 
determined by the eleven plus, as teaching methods. The teaching for the 
last two years of the primary school was directed to getting children through 
the examination which, in many cases, required a certain amount of sheer 
drill. Children were given three minutes to answer Section A. Then they 
responded to the command: ‘Put your pencils down’. Then they were told, 
“You have five minutes to answer the questions in Section B’. This also 
was followed by the command: ‘Put your pencils down’. Some children 
had been drilled so effectively that they could repeat the instructions word 
for word on the day of the examination. More problematic still were the 
after effects of this combined drill and conditioning. It took some children 
the whole of their first year in the secondary school to extinguish these 
automated responses and to learn to concentrate on any piece of work for 
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longer than a period of from three to five minutes. But the evil stemmed 
from the method of approach, not from the idea of selection. 

At the secondary level, it was similarly claimed that the curriculum was 
dominated by the Universities. This was a reference to the old matricula- 
tion requirements for university entrance. In the days of the old School 
Certificate Examination (15), candidates wishing to attend university had 
to obtain a 'credit' (16) in English language, a language other than English, 
Mathematics, a science, and either History or Geography. It is difficult to 
see any substance in the argument at all. A glance at the subject require- 
ments for university entrance shows what is virtually the basis of a desir- 
able common curriculum. In the Soviet System, native language, a foreign 
language, Mathematics, and Science are all elements in the common 
curriculum. 

Moreover, what do those who protest that this robs the secondary 
School curriculum of freedom, envisage by the key word, ‘freedom’? The 
requirements of the university not only gave coherence to the secondary 
curriculum (a point made by James); they also seemed to call for areas of 
study which, one would have thought, would have been the choice of most 
people, given the freedom to choose the secondary curriculum. It may be 
thought more desirable to arrive at a choice of a, b, c, d, and e for oneself 
than to have them ‘imposed from above’. But, in reply to this it must be 
said that there is a real distinction between having something ‘imposed’ 
and having that thing ‘required on rational grounds’. We shall find that 


this is a very important distinction in the area of morals and morality, 
which is the subject of analysis in Chapter 12. 


CURRICULUM NO LONGER A SACRED INHERITANCE 


Much more important is the ar, 
claim is that a significantly diffe 


ance - When it was So regarded, the Subjects of the curriculum, well 
established by authority, were acc 
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became common in this country.) In Britain, there is still considerable 
evidence of that absolutism in behaviour, standards, and education which 
was taken to America in the seventeenth century and rejected by Franklin's 
demand for ‘American education for the Americans!’ The main task is to 
ensure that, whichever point of view is taken as fundamental - the prag- 
matic-progressive, or the absolute-traditional — it must not hinder pro- 
Bress. It is as easily possible for the apparently liberal process of the 
pragmatic-progressive educator to prevent progress as it is for absolutism. 
Progressivism prevents progress by becoming aimless and substitutes drift- 
ing for progress. Absolutism prevents progress by stagnation and over- 
prescribed aims. We have already seen Perry's reference to this (18). 

In the first chapter of the present book we said that we preferred the 
analytical method of philosophy to the historico-philosophical approach, 
because the former began with present problems. Monroe makes almost 
precisely the same point when he says that any consideration of curriculum 
must begin from the present. We read such statements as: *The curriculum 
is a compromise between tradition and current needs'. The reader may 
care to exercise his analytical powers on this statement. The important 
word for us at this point is ‘current’. We cannot give historical answers to 
contemporary problems, if we want them to be relevant and effective. 

It may be argued that the present curriculum must offer the child present 
life in its idealized form. The curriculum must confront the child with 
present social activities, present ethical aspirations, and present apprecia- 
tion of the culture of the past. This last phrase is a most telling one. It 
does not follow that present appreciation of the culture of the past will 
mean unquestioning acceptance of it. It may mean acceptance after critical 
analysis, because the past stands up to rigorous analysis. In such cases, the 
impression that the past culture makes will be even deeper than that made 
by uncritical acceptance, just as religious beliefs which the holder has 
tested for himself are always stronger than those which are blindly 
accepted. There is, if this process takes place, no reason why the curri- 
culum should be an uneasy compromise between tradition and current 
needs. Analysis may show that traditional needs are not very far removed 
from current needs. We may have to make modification with changing 
circumstances, but many needs are human needs which, like human values, 
transcend time and place. 

We have not yet answered the question: ‘What subjects must go in the 
curriculum?’ Nor is this surprising. To determine some issue on rational 
grounds is much more satisfying than adopting an authoritarian or doc- 
trinaire solution. Rational solutions are far less rigid; they leave more 
Scope for interpretation. They result from the use of criteria, not from 
absolute commands and narrow definitions. When the curriculum was 
established by authority, the items were clearly and rigidly prescribed, and 


140 | The Philosophy of Education 


it is against this rigid prescription that the present age protests. The 
answer was always unanimous because it was based on the same pre- 
conceptions. In the present day, we are probably freer than ever before to 
determine the curriculum, and for this very reason there is less unanimity 
about the content. If we accept the freedom, we must also accept diversity 
of opinion and differences of beliefs and values. Philosophy is bound to 
take account of such factors as public demand, sectarian interest and 
inherited privilege. When it seeks to oust some factors on rational 
grounds, it is itself strongly attacked and Progress is again arrested. — — 

Social demands can spring from two main sources. The first source is 
those social classes which were never considered before in curriculum- 
making. Such people constitute the mass, which Livingstone (as we saw) 
accuses of diluting the general culture, once it is initiated into education. 
The second source is those who have investigated these same classes of 
Society, assigned a specific definition to their needs, and make curriculum 
demands on the strength of the evidence they produce. From both sources 
comes the anti-academic attack, from writers such as Havighurst (19), 
Rogoff (20), and Rossi (21) who believe that social injustice stems from 
the old authoritarian, academic curriculum. 

But the attack is not solely on the academic in the sense that it tries to 
destroy the academic entirely. It really makes the same basic point that 
we made in Chapter 6 on culture. This was simply that the academic 
approach would not lead the lower classes from the culture of their home 
and class and everyday lives to the culture of the comfortable life. This is 
what the Newsom Report was Saying, and again we are made aware of the 
importance of method or approach. The argument of the social reformers 
is that it is useless to continue the historical practice of transferring à 


further still for the Secondary Mo 
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JAMES'S CURRICULUM IDEAS AND THE NEWSOM REPORT COMPARED 


It would appear at this point that Newsom and James were poles apart. 
But closer examination questions whether they are fundamentally different. 
In both there is a suggested connection between ‘curriculum’ and ‘suit- 
ability’. James is not arguing that everyone can Profit from a study of 
Greek, or that every child should have an academic education. He is 
merely arguing that there is no reason to abolish either Greek or the 
academic approach for those who can benefit from them, simply because 


The Concept ‘Curriculum’ | 141 


there are others who cannot so benefit. James would doubtless agree with 
the idea of the Newsom Report that every child must find self-respect and 
self-fulfilment through his education. The point at issue is that, while 
some may need the academic approach to be removed before they can find 
that self-respect, others find it through the academic approach. Moreover, 
itis Newsom, not James, who states that education ‘must stimulate more 
intellectual and imaginative efforts to expand literacy’. 

Again, both James and the Newsom Report stress that education, 
through the curriculum, must convey knowledge and beliefs essential to 
the business of living. Because Newsom speaks on behalf of the children 
of average and below-average ability, while James is thinking largely of 
those above-average, it is natural for Newsom to imply that for his pupils 
the curriculum may have to ‘spell things out’. Thus a Newsom approach 
will always need to stress basic skills in every part of the curriculum; poor 
expression will persist in History and current affairs, as well as in English. 
With the bright child, the mastery of the basic skills long ago led on to 
more sophisticated and more satisfying uses of them. Number concept 
Presents no problem to the bright child in his satisfying mastery of differen- 
tial calculus. For the bright child, cognitive perspective may develop 
naturally and easily through the areas of study themselves. The Newsom 
child may have to be told again and again before he can develop anything 
other than a utilitarian knowledge of essentials. For him, cognitive per- 
spective will come only with much more effort. There will be a greater need 
for direct teaching to bring about desired development in the case of the 
less than average child. 

Thus, it is on rational, not emotional, grounds that the Newsom Report 
advocates a non-academic curriculum. The Report is not merely another 
attack on the academic ideal for the sake of attacking it. The bright child 
may be able to take part in a learned discussion on morals and morality. 
He may gain the knowledge necessary for such discussion from life itself, 
and from English, Latin, and French literature. He can see that these 
areas of study have much to offer in the solution of life's problems. He 
may even have sufficient understanding of religion to realize that this, 
too, can help develop a philosophy of life, a code of behaviour, and so 


on. 

It is far different for the dull child. For this reason, Newsom suggests 
that religious teaching should begin with the personal and social problems 
experienced by the individual. Then, gradually, the teacher can work out- 
wards from some present problem to the more general principles of 
religion. An obvious starting point may be: ‘Why do we advocate chastity 
before marriage?” teo : 

We ought to be reminded at this point of Piaget’s stages of thought 
development and the development of language which is parallel to it. We 
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remember that at the concrete operational stage the junior school child 
cannot think logically in terms of abstract ideas. Instead he can think 
logically (perform operations) only if there is something concrete to assist 
his thinking. In the same Way, we saw that it was necessary in our speech 
to children at this stage of development to avoid nouns such as 
‘ruler’, meaning ‘king’. The children cannot generalize for themselves. We 
deal elsewhere with the concept of mental age (22). For the moment we 
will merely say that a child’s mental age may be the same as, greater than, 
or less than his physical age. Thus we may find a dull child in the secondary 
School, whose age is fourteen, with a mental age of only ten. This means 
that his thought processes are much more akin to those of a child whose 
physical age is ten than to those of a child whose physical age is fourteen. 
We have a child in the secondary school with a primary school mentality. 
To him, the approaches of the primary school are much more relevant to 
his need than the academic approach. 

Musgrove (23) says that in the last resort, the curriculum must be judged 
by its end-products. Really this means that the success of the curriculum 
must be judged by the success in life of those submitted to it, which might 
appear to be the élitist doctrine put forward by Plato. But by adding that 
We need to develop much more Sophisticated and elaborate methods of 
Studying the products of educational institutions than we have at present, 
he shows that he is far from taking an élitist view. The simple method of 
Judging that we have at Present, namely, labelling people either successes 
or failures, must be the least sophisticated technique imaginable. It may 
be sensible to label Toses first- or second-class trees and to sell the second 
€ harm can result from this sort of classifica- 


precisely through these subjec 
third criterion that the content of the cu 


Year by year we gain a greater insight into the concept of individual 
differences. We learn more about how children learn, what they need to 
derive from their schooling, and yet, at the same time, we seem less and 
less able to reach agreement on what areas of study shall be in the curri- 
culum at any given level. Perhaps the paradox of the curriculum is that the 
more we know about the learner, the less dogmatic we become about what 
he must learn for his own good. When we had to consider only what must 
be in the curriculum to perpetuate the priesthood, the Guardians, or some 
other élite, without worrying about the masses, the matter was compara- 
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tively simple. Now we are very much aware of the masses — so aware of 
eas in fact that we are reluctant to dogmatize about what they should 
y. 

It seems that here we come very close to what we said (in Chapter 4) 
was a meaningful interpretation of child-centredness. In this instance, we 
mean an awareness that, at the present time, the children of less than 
average’ ability present educators with a great problem. They also provide 
them with great opportunities and possibilities which, if taken slowly, will 
be of great benefit to the pupils. It is, as we have said before, a question of 
deciding exactly what the child needs and then of fulfilling that need. Any 
hasty changes in the curriculum might well merely extend the meaningless 
interpretation of child-centredness, by deciding upon the content of a 
curriculum and then justifying it by reference to some preconceived idea 
of our own about the needs of children. 

The interrelatedness of content and people is well stressed by Owen (23), 
when he talks about ‘strategies in curriculum development’. He says that 
Curriculum strategy, like military strategy, must be worked out against a 
map. If not, both military strategy and Curriculum strategy will go badly 
astray. In the case of Curriculum, the map will be made up of principles, 
problems, and people. 

This is a most useful analogy and reminds us of Scheffler’s statement 
that educational truths of great importance may be found in analogies and 
metaphors, if only we take the necessary care and trouble in analysing them. 
In demands for curriculum reform, which are frequently more heated than 
justifiable, it is all too easy to overlook the principles and the people. 
The demands then cease to be in the interests of children, and become 
instead a projection of the biases and preconceptions of the people who 
make them. Secondly, unless some philosophy of the curriculum is accep- 
ted, any changes may be too rapid and even arbitrary. At this juncture we 
return to our carlier distinction between the concept of Curriculum and 
the implementation of the fundamental ideas of the concept in specific 
curricula. Any changes which are made must be made in the light of 
fundamental principles. There must be no substitution of subjects d, e, and 
JS solely on the grounds that subjects a, b, and c are not achieving what we 
hoped they would achieve. Any content which replaces another must be 
effective, not arbitrarily chosen. 

In Chapter 6, our analysis of the concept ‘culture’ revealed two interpre- 
tations of the word, one academic, one sociological. Both interpretations 
involved a way of life, life at different levels. The problem which faced us 
then was how to repair the cultural breach which exists between these two 
the same problem which faces curriculum reformers. 
hrough the curriculum which has been described as 
designed to accelerate and promote change’ (24), 


fundamentally more 


ways of life, and it is 
How are we to ensure t 
‘an artificial contrivance 
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that every child will be supplied with what he will need in later life, in such 
a way that he will also understand it now? 

Musgrove (25) indicates one way in which a solution is being attempted. 
Like the Newsom proposals for religious teaching, the type of reform to 
which he refers begins with the mundane and familiar and develops from 
there to embrace higher ideas and ideals. Subjects which were once merely 
practical and applied, and which were given such names as *drill', *wood- 
work’, and 'cookery', have received a changed emphasis and purpose. 
They have been deliberately renamed *physical education’, ‘technical 
subjects’, and ‘domestic science and housecraft’. We saw some of the 
implications of this type of change in Chapter 3, when we determined the 
logical geography of the concepts ‘education’ and ‘training’. These subjects 
are no longer regarded as aiming solely at transmitting a skill to be applied 
narrowly in a particular situation. Musgrove claims that ‘instructors’ have 
disappeared and that ‘training’ has become a term of abuse. He also adds 
a warning that in the change of emphasis, subjects are being pressed into 
service for which they were not originally envisaged. Although this may 
be a legitimate and effective development, there is also the risk that such 
subjects are not capable of fulfilling the extra demands which we make 
upon them. 

Yet what Musgrove is saying is very much what we saw was the 

content of Circular 323. By a more liberal approach to familiar areas of 
study, we may develop personality and social awareness through subjects 
Which we never suspected could be used in this way. Indeed, this approach 
may be more effective than the substitution of new and more liberal 
contents. 
: The problem of curriculum is capable of being simply stated; its solution 
is far from simple. But only to discover the fundamental problem takes us a 
step forward. As Newsom saw it, the problem is: ‘A universal, fixed, 
curriculum ought to be ruled out, if only because of the wide range of 
capacities and of tastes among the pupils with whom we are concerned.’ 
It has also been said that the Ten Commandments are all the law that man 
needs to live by. But there are thousands of Specific laws implementing the 
fundamental principles of the Ten Commandments, and every year we 
become even more aware of the deficiency of many of them. The same can 
be said of the curriculum, and, just as there appears to be no easy solution 
to the legal problem, so there appears to be No instant solution to the 
problem of the curriculum. 


NOTES AND REFERENCES FOR CHAPTER 7 


1 In 1938, the Spens Report had recommended what came to bek 
‘tripartite system’ of secondary education. This meant that Ge asthe 
level there were to be grammar schools, technical s € secondary 


chools, and moderr 
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schools. These schools were to have different curriculum emphases, but 
were to carry ‘parity of esteem’. In 1943, this idea was confirmed by the 
Report of the Committee of the Secondary Examinations Council, known 
as the Norwood Report (from its chairman Sir Cyril Norwood). This report 
said that the tripartite system was justified because there are three types of 
student, the bookish intellectual, the technical, and the practical. The report 
suggested that the idea of multilateral schooling — the basis for comprehen- 
sive education — was inappropriate if we recognized the three groups or types 
of pupil mentioned above. It accepted the idea that eleven was a suitable 
age for transfer from primary to secondary school, and also suggested that 
the first two years in all three types of secondary school should be 'diagnos- 
tic’. (A full explanation of this term is given in a companion volume to the 
present book, .4ssessment and Testing: An Introduction, H. Schofield, 
George Allen & Unwin, 1972.) In brief, this term means that the first two 
years will be spent teaching the child specific material and at the same time 
attempting to diagnose where his strengths and weaknesses lie, in the light 
of which the best education for the child can be determined. The argument 
for the comprehensive school is that since a certain number of children in 
all three types of school will, as the result of such diagnosis, be transferred 
to a different type of course, they should be in the same school. Thus there. 
will be no shame in being moved from one sort of education to another, nor 
will there be the transition problems which occur when à child has to move 
from one school to another and begin to mix in different social groups all 
Over again. : 
An Essay on the Content of Education, E. James. Several references to this 
book have been made already. r 

The psychological term *deprived' has many shades of meaning. It has the 
same basic meaning as in everyday speech, where the word implies a lack or 
deficiency. The psychologist usually qualifies the term with another. Thus 
John Bowlby, in Child Care and the Growth of Love (Pelican 1953), talks 
about ‘mother-deprivation’. This can be caused by the death of the mother, 
or the hospitalization of the mother or the child for long periods, especially 
during the child's infancy. ‘Culture deprivation’ commonly occurs when 
immigrant children are unable to understand sufficiently the language of the 
country to which they come to benefit from the schooling they receive. They 
fail to become initiated into the culture of their adopted country. 

In the same area is ‘culture bias’, a feature of intelligence tests. Not only 
do tests favour children in the country of their origin (e.g. English children 
have an advantage over Indian children on an English test), but certain 
classes also have an advantage over certain other classes (e.g. middle-class 
children have an advantage over working-class children). This subject is also 
dealt with in our companion book (see above). Philosophically, culture 
bias /s associated with such concepts as ‘equality of opportunity’. 

A circular from the Ministry of Education, dealing with the problem of 
liberal studies. Much of what we say in Chapter 8 about liberal education 
is relevant to this problem Of liberal studies, which are sometimes referred to 
as ‘general studies’. We can see here the distinction often made within 
secondary education between ‘general’ and ‘vocational’ emphases within 
the curriculum. 

For a description of mental training, the student should refer back to 
Chapter 3 of this book. 
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6 The Pupil's Thinking, E. A. Peel (Oldbourne 1960, 2nd edn, 1967). This 
book is an attempt to summarize Piaget's writings on the development of 
thought processes in the individual from infancy to adolescence. Although 
it is sometimes described by students as difficult, it is worth remembering 
that it is much simpler than Piaget's own writings, even in their English 
translations. 

7 Stimulus-response learning has already been mentioned in the notes on 
Chapter 3, Section 2, under the heading 'Behaviourists'. The stimulus- 
response level of learning is the most elementary of all. In language learning, 
it consists of giving an equivalent in one language (response) for a given 
word in another (stimulus). Thus we might have ‘station’ (stimulus), ‘/a 
gare’ (response). Similarly, in the old-fashioned mental arithmetic, the 
stimulus ‘two twos’ would evoke the response ‘four’. Such parroting does 
not show that the child has any insight into, or understanding of, the 
material parroted. 

There is more-concern with changes in teaching method in the secondary 

school at the present time than there was when James wrote. However, the 

general truth of his remark remains unaltered. 

World Perspectives in Education, Edmund King (Methuen 1962); already 

referred to and recommended as useful reading for philosophy as well as 

for information about comparative education. It must be stressed that 
comparative education is not merely comparing the structure of educa- 
tional institutions in a number of countries. Nor do we study other coun- 
tries’ educational systems with a view to importing them, as we import 

Dutch cigars and American shirts. A country’s educational system is the 

Product of the history, the general culture, the economic climate, and the 

customs and tradition of that country. The real purpose of studying com- 

parative education is to find how these factors influence the way in which 
different countries solve those educational problems which are common 
to all countries at a given time. It is interesting, to take a single topical 
example, to compare what the Scandinavian countries, the United States, 
and we ourselves, mean by ‘comprehensive education’, This is more 


fundamentally important than the actual school system to which it gives 
rise. In this example, we have the same parallel that we discussed in the 
present chapter be 


i , between Curriculum (the concept) and curricula (the 
embodiment of ideas implied in the concept). 

10 Authority and Freedom in 

11 Aims in Education; the 
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12 The term ‘intelligence test’ i i Pee 


13 See also 12 above, Spea 


14 The seven Primary Me 


Verbal ability 
Verbal fluency 
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Numerical ability 
Spatial ability 
Perceptual ability 
Memory 
Reasoning. 


The old School Certificate examination was the predecessor of the present 
General Certificate of Education. School Certificate was similar to the ‘O° 
level of the G.C.E. The equivalent of the present Advanced level of the 
G.C.E. was the Higher School Certificate. There was also a level between 
School Certificate and Higher School Certificate, known as the ‘Subsidiary’ 
level. In School Certificate subjects, one could reach a pass grade with 
33k per cent, a credit grade with 45 per cent, and a distinction grade with 
663 per cent. Matriculation, which was a university entrance requirement, 
demanded credit grades in Mathematics, English Language, a language 
other than English, a Science subject, and either History or Geography. If 
a candidate failed in one subject in the School Certificate Examination, he 
had to resit all subjects. He could not, as with failures in *O' level, sit only 
for the subject in which he had failed. 

It is interesting to note that it is frequently stated now, when one applies 
for specific jobs, that passes in subjects are required not only at ʻO’ level, 
but on the same certificate. This approximates more closely to the old 
School Certificate requirements and was introduced because many candi- 
dates gained passes in six subjects spread over a number of sittings of the 
examination. 

See 15 above for the meaning of the term ‘credit’. 
A Text-book in the History of Education to which there have been frequent 
references in the notes on earlier chapters. 


See notes on Chapter 5, Section 2. : 
‘Education and Mobility in Four Societies’, Robert J. Havighurst, Chapter 


11 of Education, Economy and Society, ed. A. H. Halsey, J. Floud, and 
C. A. Anderson (Free Press 1961). It should be remembered that this 
is the Havighurst of Peck and Havighurst — see notes on Chapter 6, 


Section 6. m € 
*American Public Schools and Equality of Opportunity , Natalie Rogoff, 


Chapter 13 of Education, Economy and Society (see 19 above). j 
*Social Factors in Academic Achievement’, Peter H. Rossi, Chapter 22 in 


Education, Economy and Society (see 19 above). , 
The subject of mental age is dealt with at some length in Assessment and 


Testing: An Introduction (see previous references). It isa method of express- 
ing intellectual level devised by Binet. The I.Q. (Intelligence quotient) ofa 
child, which is the more usual way nowadays of expressing mental level, is 


calculated from the following formula: 


Mental age 
= —__-——— X 100 
LO: Physical age 


Thus, if a child is ten years old and his mental age, according to the Binet 


test, is twelve, his I.Q. is: 


12 
5 = 120. 
jo X 100 71 


Chapter 8 
The Concept ‘Liberal Education’ 


ETYMOLOGICAL DEFINITION OF ‘LIBERAL’ 


Any analysis of the concept ‘liberal education’, involves us in etymological 
considerations (that is interpreting the present meaning of the word in 
terms of its derivation). In Chapter 2, we found that, in the case of the 
concept ‘education’, this could be a dangerous approach. It was dangerous, 
however, for two specific reasons; first, our subsequent discussion showed 
that defining education was not a profitable procedure; secondly, we saw 
that it was by no means certain from which word ‘education’ was derived 
There were the alternatives educere, ‘to lead out’, and educare, ‘to train’. 
The result was that an etymological definition could result in educations 
being given two opposite meanings. 

With the word ‘liberal’ we are on much safer ground. We know that the 
Latin word liber meant ‘free’, and that the plural, liberi meant ‘free men’, 
as distinct from servi, or ‘slaves’. Moreover, the verb liberare meant ‘to 
free’, and the abstract noun, libertas, ‘freedom’. Consequently, there is no 
possible interpretation of the word ‘liberal’ which means anything other 
than something to do with ‘freedom’. 


HISTORICAL DEVELOPMENT OF THE CONCEPT “LIBERAL EDUCATION" 


It is also necessary to gather some evidence in our analysis by the historico- 
philosophical approach, which we discussed in Chapter 1. In using this 
approach we are not being untrue to our claim to examine current issues 
by applying the technique of linguistic analysis. As we saw when we 
examined naturalism in Chapter 4, present misunderstanding, which 
results in unsound practices, often stems from the retention of the meaning 
which a term had originally but is no longer appropriate. 

The Greeks were primarily concerned that human personality should 
develop freely, guided by reason rather than limited by artificial constraint. 
They thought in terms of individual rights and individual responsibilities, 


of moral responsibility and moral freedom, and they believed that the 


latter should exist in life quite apart from legal obligations. By contrast, 


the minds of the early peoples of the East were fettered by superstition, 
which caused timidity in the individual who was not free to develop as 
was his Greek counterpart. In the Western world throughout the Middle 
Ages, the doctrine and dogma of the Church were constraints on individual 
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thinking and freedom of thought, and, because the constraints dominated 
thinking, they also determined behaviour. The individual acted out in 
blind obedience, not because he was guided by reason. The Greeks, on the 
other hand, were concerned to free the mind from error. They believed that 
intellectual freedom would result in rational behaviour. 

These last two ideas, in combination, are basic to the idea of philosophia, 
love of knowledge for its own sake. This was quite distinct from that applied 
knowledge which was prone to error. Intellectual freedom enables us to 
follow the argument wherever it leads, and to reach conclusions in the 
light of reason. For the Greeks it was reason, not the dictates of the 
Church, which directed behaviour. Thus Socrates was able to make his 
two famous statements, that ‘Virtue is knowledge’ and that ‘No man does 
wrong willingly’. By this he meant that reason frees the mind from ignor- 
ance, so that, provided that a man knows the difference between right and 
wrong, he will automatically do what is right, because to do wrong in this 
situation would be irrational. In the present day, we would accept that 
education aims ultimately to enable the individual to make free choices 
on, for example, moral issues, rather than to habituate him to make 
Correct responses without really understanding the reason for his choices. 
In this respect, education is a liberating agent for the individual. 

When the universities began (2), there was virtually no freedom of 
learning. For centuries, the Church, which succeeded the Roman Empire 
as the stabilizing influence after the sack of Rome (3), dominated all 
thinking and provided such education as there was. There was no distinc- 
tion between religious doctrine and dogma and education. The elders of 
the Church possessed a Breat deal more knowledge than they were pre- 
pared to allow the masses to acquire. At times, there were deliberate 
attempts to suppress (4) the pagan literature of the classical writers, which 
was still available in limited quantities in the Western world. The reason 
for such repression was the fear, among the Church leaders, that the 
writings of the ancients would destroy Christian faith. It would reveal 
mode of life other than the one which the Church prescribed. 

Nor had the individual any rights except those which were granted by 
Some institution. In the later Middle Ages there were only two sources of 
such rights - the Church and the State. If the State decided to suppress 
individual rights in its own interests, it frequently did so 

The rise of the universities was partly due to a protest against this 
control of rights and individual thinking. It represented an attempt to 
free the mind from the error of thinking that all knowledge was based on 
theology or on the doctrine and dogma of the Church. There developed 
the study of Law and Medicine, both of which were accepted as knowledge- 
The body of scholars and teachers in the earliest forms of universities 
was known as the studium generale, a name which implied freedom in 
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two ways. It meant that students were free to study general areas of 
knowledge instead of those narrow areas prescribed by the Church. It meant 
also that people from many places were free to come to study these 
subjects. 

Two other features of thé early universities are most important for our 
concept of liberal education. Firstly, they were in freely accessible areas of 
population. The monasteries, which had been the centres of medieval 
learning, were always in remote places. Secondly, the body of staff and 
students was a democracy. In time, the universities became free to try 
their own members, just as the priesthood had done previously. 

The revival of Classical learning in the Renaissance (5) also contained 
the idea of liberation. Medieval education was condemned for its extreme 
narrowness of outlook and content. The Renaissance thinkers attempted 
to broaden both in two ways; first, by replacing ecclesiastical Latin by the 
Latin of the best Roman authors, and second, by making Greek and 
Latin literature more generally available, thus revealing the free life lived 
by individuals in those two civilizations. : 

For this reason, Classics subsequently became synonymous with liberal 
education. The more true this became, the greater the gulf which developed 
between the concepts of liberal education and vocational training, as we 
hinted in Chapter 7 when we contrasted vocational training and liberal 
studies in modern technical colleges. 

The contrast originated in The Republic of Plato. He defined real know- 
ledge as that knowledge which is acquired for its own sake. Thus real 
knowledge is not acquired because it is directly useful, or directly applic- 
able. It is often called "disinterested knowledge. Peters refers to this sort 
of knowledge as ‘intrinsically valuable’, i.e. valuable in itself, quite apart 
from any utilitarian considerations. Plato described knowledge acquired 
because it was useful or directly applicable (e.g. arithmetic, for the banker) 
as opinion rather than knowledge, and as banausic (fit for slaves) as'distinct 
from being worthy of free men. Plato despised opinion, because it had no 
philosophical content. It lacked the power to produce what Peters calls 
‘cognitive perspective’. The true concern of real knowledge, which frees 
the mind from error, is universal values. To emphasize this difference we 
must further realize that the word ‘technical’ is derived from the Greek 
word techne, which means ‘skill’. What Plato refers to as banausike techne 
(mechanical or menial-skill) is very similar, in most cases, to what is 
acquired in vocational training in a modern technical college, especially 
in apprentices’ courses." Pitts p 

The passing of time merely emphasized the distinction which Plato made. 
Studies which were valuable in themselves, especially the Classics, became 
associated with the privileged class or élite in society. They were directly 
related to the concept of a courtier, a gentleman, a man of affairs, and 
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later the public schools. Liberal education always carried with it a sugges- 
tion of privilege and privileged position, of not needing to work for one's 
living. Finally, in the nineteenth century, the difference was further empha- 
sized when technical skill was added to minimum literacy in a form of 
education which was used to keep certain elements in society ‘in their 
place’. In the twentieth century a grammar school education, also linked 
with the concept of disinterested knowledge, became highly desirable, 
while a technical education remained something of a necessary evil, 
although, increasingly, a necessary element in our educational system. 

Similarly, the Colleges of Advanced Technology, which became Techno- 
logical Universities, were regarded by many students as somewhere to go 
if you could not obtain a place in a traditional university. Similarly, it 
frequently happens that employers regard the man with an engineering 
degree from a technological university as a less desirable employee than 
one who obtained the same qualifications at a traditional university. Such 
thinking is not objective, nor justifiable in the light of available evidence. 
It is coloured by preconceived ideas, the origins of which are centuries old. 

The result of these traditional preconceptions is that instrumental know- 
ledge, which possesses largely vocational characteristics, is distinguished 
from what is respectfully termed disinterested or instrinsically valuable 
knowledge, but which is also referred to by the less respectful as useless 
knowledge. This disinterested knowledge has specific associations with the 
general culture and helps develop what James termed the ‘spiritual’ nature 
of the individual, producing such traits as sensitivity, aesthetic apprecia- 
tion, and moral sense through a study of literature, languages, music, and 
the arts. It induces cognitive Perspective, which produces a good citizen as 
distinct from a good plumber. The Arts rather than Science are regarded 
as liberal and basic to the general culture, since it is only in the sense that 
it Provides an explanation of the universe that science.can be called liberal. 
In its more usual role, science is regarded as applied and vocational. 

Nash (6) questions whether the distinction between liberal and voca- 
tional, as we have drawn it in this chapter, is really valid. His argument is 
that education must produce both the man and the worker. This is further 
evidence to support the theory that the term ‘liberal’ is not only irrelevant 
when used with education’, but is also a potential source of error. We 
have seen that education includes training, so that, when we speak of 
‘educating the man’, we are implying ‘training the worker’. But, once we 
use the terms ‘liberal education’ and ‘vocational training’, we are liable to 
think of opposing concepts rather than of related processes: 

Nash says that to draw a clear distinction between ‘the man’ and ‘the 
worker’ implies that they are two different beings. We appear to be dealing 
with a compulsory choice of either one or the other, as was Rousseau 
when he said that we must choose between developing the individual and 
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the citizen, since we cannot do both at the same time. Exactly the same 
division is suggested by the separate ideas of liberal education and voca- 
tional training. Instead, Nash stresses that the man and the worker are 
ultimately two roles played throughout life by the same individual, al- 
though sometimes there is greater emphasis on one role than the other. 
He will probably be more the man when at home with his family; he will 
almost certainly be more the worker at his place of employment. But in 
neither situation does he completely abandon the other role. This is an 
important point which we would do well to remember for the remainder 
of this chapter. For the moment we must emphasize Nash’s point that, 
once we try to separate the ideas of liberal and vocational, both ideas 
suffer in the attempt. 

We can see the importance of this last point if we think for a moment 
of the concept of social mobility. This is a term meaning the ability or 
opportunity to move upward within the social structure and to become a 
member of a class higher than the one into which we were born. In Vic- 
toriam times, a woman could achieve social mobility only by *marrying 
above her station'. The rich man by marrying his housekeeper afforded 
her social mobility. Modern social mobility, which frees the individual 
from the confines of a particular social class, is achieved by acquiring 
acceptable 'socio-economic status' for the class into which one moves. 
Thus, social mobility is provided by becoming a member of a certain 
occupation — usually a profession, which is commonly the direct result of 
receiving the appropriate vocational training. To receive such training may 
necessitate reaching a certain standard of education, but this is not the 
Same as saying that one achieves the appropriate socio-economic status to 
acquire social mobility through that disinterested knowledge which 
has become synonymous with liberal education. If this is not evidence 
that vocational training is the liberating agent which produces social 
mobility, it is certainly an argument that vocational training can be a 
Contributory liberating element. It is, moreover, further indication that 
by using the term ‘education’ rather than ‘liberal education’, we avoid 
the hard and fast distinction between liberal education and vocational 
training. 

It is still possible to use vocational training in the same way as voca- 
tional skill was used in the nineteenth century, that is, to keep people ‘in 
their place’. Myrdal (7) emphasizes that this is done in the southern States 
of the United States by training Negroes in obsolescent skills (i.e. skills 
Which are dying out). For a similar situation in this country we would 
need to envisage a situation where most country children were trained for 
the vocation of thatching. The need (again we meet this term) of the negro 
child is something that will liberate him from the confines of the occupation 
Which his forefathers followed when they were slaves. They are no longer 
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slaves in the technical sense, but they are enslaved to their present status 
through lack of social mobility. 

Nash also shows how the interpretation of liberal education which has 
developed over the centuries can be dangerous for emerging nations, if it 
results in those who are freed from the traditions of their underdeveloped 
country to study in universities abroad interpreting liberal education as 
demanding that they do not ‘soil their hands’. The result is that they ‘hang 
about’ (Nash’s expression) the major cities of the world, refusing to return 
to their own land until it can offer them a liberal occupation. But the 
present need of their country cannot be met by having people in such 
occupations, so they become slaves of the traditional interpretation of 
liberal education and fail to help either themselves or their fellow country- 
men. Moreover in an emerging nation there begins to develop, right from 
the outset, that distinction between liberal and vocational, between 
Guardians and artisans, which such nations can least afford to foster. 


FREEING THE MIND FROM ERROR 


When we come to our second interpretation of liberal education as à 
process which frees the mind from error, we find again that there is no 
single error from which the mind of man needs to be freed. We have just 
seen the error in the minds of those who have come from an emerging 
nation to receive university education in a country where the comfortable 
life is long established. Their error is to think that they can go back 
fortable life in their own land, while the masses 
work hard to ensure that the necessary life is available to all. 

One error in the minds of many members of our own society at the 
present time is that by rejecting the past totally, we ensure the solution 
to all present problems. This idea may manifest itself in a general lowering 
of Standards of behaviour throughout Society, or in student rebellion 
against the traditional structures of higher education and the traditional 
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LIBERAL OCCUPATION — A MODERN INTERPRETATION 


Havighurst (8), in an interesting research with important implications for 
our argument, divides society into two groups. These he calls people with 
'ego-involving' occupations and those whose occupations are not 'ego- 
involving’. We can see when we read his findings that the latter class has 
Something in common with Plato's artisans, since ‘non-ego-involving’ 
Occupations may be called 'society-sustaining occupations', which com- 
prise the many routine jobs on which society depends for its continued 
existence. 

The difference between Plato's interpretation of society and Havig- 
hurst’s is that the latter says that all are workers, but that there are two 
types of work - that which is intrinsically interesting and that which is not. 
The latter is only extrinsically interesting, interesting for what it leads to, 
namely the acquisition of a certain amount of money. Beyond that the 
job has little or no real interest. One society-sustaining occupation is much 
like another, provided that it pays as much. Thus, a doctor or a teacher 
may be described as having an ego-involving occupation, a dustman or a 
bus-driver has a society-sustaining occupation. 

Havighurst’s arguments suggest that it may be more meaningful in our 
Present society to transfer the term ‘liberal’ from ‘education’ to ‘occupa- 
tion’. An ego-involving occupation would then be a liberal occupation. 
Such occupations free the individual from boredom and frustration, and 
from the error which both can produce. Thus, the modern equivalent of 
the élite who received liberal education are those people who derive 
interest and satisfaction from their occupation, quite apart from any 
Monetary rewards which that occupation might bring. In some ego- 
involving occupations the monetary rewards are high; in others they are 
smaller than those in society-sustaining occupations. In spite of this, 
People continue to pursue them. d 

For all these reasons, Havighurst envisages one of the main tasks of the 
educator as enabling as many individuals as are capable of doing so to 
enter ego-involving occupations. The error from which he will have to 
free many minds is thinking that ‘what was good enough for dad is good 
enough for me’, or ‘why should I worry about getting a satisfying 
job, when I can have one that pays more and demands less responsi- 
bility?’ 

Here again we are faced with the task of encouraging more people to 
aim for the comfortable life, not only in terms of physical comforts, but 
also in terms of emotional satisfaction. Such a task will involve initiating 
men into the general culture to help free the mind from the confines of the 
sub-culture, which in some respects is inhibiting and stultifying. It will 


many 
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involve encouraging people to make the best use of their abilities and not 
to think that occupation is solely determined on a class basis. 

But there is an important point here, a point, moreover, closely related 
to freeing the mind from error and to liberal education. Many people 
have society-sustaining jobs because of parental attitudes to education (9). 
Ability has to be freed from parental prejudice. There are figures available 
to show that the advice of teachers is not always heeded (10). The minds 
of some parents have a specific error which is difficult to eradicate. The 
error lies in thinking that if a child can leave school at fifteen and earn £x 
per week, there is no point in his staying on at school for another three 
years, earning nothing, only to enter an occupation which pays less in the 
initial stages. 

Here we can see that the teachers’ attitudes are geared to the concept of 
liberal, ego-involving occupations, and to the comfortable life. But the 
parents’ attitudes are determined by illiberal ideas, by material as distinct 
from spiritual considerations, and again we are faced with the problem of 
the culture rift. 

It is often said that as education becomes more widely available, this 
materialistic attitude will disappear, and this is possible. If we recall 
Plato's allegory of the Cave (1 1), we shall remember that the prisoners in 
the Cave did not know reality, because they had never seen it. Their 
vision was limited to shadows of reality, and they had no experience 
outside this. Similarly, the parent who left school early and whose father 
and grandfather left school early, has no idea of the satisfaction to be 
derived from having an ego-involving occupation or of receiving a liberal 
education. The whole emphasis of his direct experience has been on the 
illiberal and the vocational. The error which education, as it becomes 
more freely available, has to remove from these people’s minds is the same 
as that which beset the minds of the prisoners in the Cave. Education has 
to "turn the eye of their soul round’ and bring them face to face with 
reality. It has to wean them from the familiar and introduce them to the 


unfamiliar. But, again, we insist that education, not liberal education, is 
what must bring this about. 


LIBERAL EDUCATION AND THE OUTGOING CURRICULUM 


We can relate these developments to what we said 


the previous chapter. The Newsom Report advocated an education that 
was more outgoing in the later Stages. In the So 


; viet educational system, 
there is a phenomenon known as socially useful work, which begins in the 
early years of Secondary education and to Which more and more hours are 
devoted as the child proceeds up the school. So 


; : : cially useful work consists 
of using the hands in the interest of the community, e.g. working in à 


about the curriculum in 
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factory. This is the sort of thing which Newsom recommended, and which 
is being advocated for the extra year when the school-leaving age in 
Britain is raised to sixteen. 

. These ideas may be somewhat surprising to those who have conventional 
ideas about what a liberal education means. Newsom suggests that the 
effect of taking the learner outside the school and making him soil his 
hands will be liberal. It will help to remove the error that all reality is in 
the classroom; it will help the child develop cognitive perspective. Again 
we must think of the distinction which we drew in the last chapter between 
the bright child and the children of average and below average intelligence. 
We saw that it is more necessary to spell things out for the less bright. 
The horizons of the bright child may be enlarged through contact with 
that part of the curriculum which caters for the spiritual side. The less 
bright may have to go and see for themselves in order to develop overall 
perspective. 

It is interesting to note how often strands re-emerge. At this stage we 
come very close to the point where the method of teaching becomes the 
liberalizing agent. In the light of the arguments in the last few paragraphs, 
it would seem that this is true. An academic method may be liberalizing 
for the bright child; the less bright may need a more practical and applied 
approach. The bright children may be able to envisage what life in the 
factory and human suffering are like, because they are highly sensitive and 
imaginative. Others maynot beableto reachthis understanding theoretically. 


PHYSICAL FREEDOM FROM WORK : LEISURE AS FREEDOM TO THINK : 
MANUAL WORKERS’ FREEDOM 


all workers are being freed 


Another important point to remember is that t 
der to earn sufficient to feed 


from the necessity of working long hours in ori n eec 
themselves and their families. In ancient Athens, the leisure of the privi- 


leged class, to which both Socrates and Plato belonged, was made possible 
only by depriving the artisans of most of their leisure. In modern society, 
the artisan has been liberated physically by the machine in more and more 
sophisticated forms. As the working week is shortened, education time 1$ 
lengthened. The working man is being given more time to think and more 
leisure time. But, as we have seen, few working men are engaged in ego- 
involving occupations. Their leisure time is not catered for by their occupa- 
tions. The question is: ‘May not man, in the course of time, become 
introspective again, as the Ionian philosophers were?’ We are not suggest- 
ing that he will ask exactly the same questions. Many such questions have 
been answered for him. But he may well turn his thoughts to religious, 
social, and moral issues. He may come to this state of introversion through 
the education he receives at school or from dissatisfaction with the material 
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trappings of life. The wonder of television begins to pall, the wei a 
motoring grows yearly less. Holidays abroad seemed more attractive w! ea 
they were out of reach. In this respect, Ferry (12) has written that men wi 
again be brought face to face with such issues as, ‘What is my purpose 
here?’ ‘Where is life leading me?’ and so on. He adds that the experience 
will be for many an agonizing one. In terms of what we have been arguing 
in this chapter it would appear that education in the future may have to 
liberate many people from that agonizing experience. 


VOCATIONAL SUCCESS AND UPPER CLASS VALUES : 
WHITE COLLAR WORKERS FREEDOM 


There is a strange contradiction, too, in modern society. As the working 
man (by which we mean those involved in society-sustaining occupations) 
is liberated from long hours of work, prestige in the upper classes depends 
more and more on vocational success. The old social class system of rich 
and poor has been replaced by a demarcation known as ‘socio-economic 
status’. One’s place in the upper strata of society depends less and less on 
hereditary privilege and more and more on personal achievement. The 
toad to social success and high status is no longer to be found in an 
education which consists of the pursuit of disinterested knowledge. In 
Soviet Russia, the consultant engineer stands as high as the general medical 
Practitioner. That particular Society needs the engineer as much as it needs 
the doctor. One does not become a consultant engineer by receiving the 
education which was once the hallmark of the gentleman. The concept d 
the ‘gentleman’ has yielded place to the concept of the ‘professional man’. 
The old disinterested study may no longer liberate; it can, in some cons: 
ditions, imprison. The gentleman belonged by birth to a high class, into 
which there was no entry from below. Education produces social mobility, 


which enables the bright members of the lower orders to enter what was 
once the gentleman's domain. 


Yet still, as King reminds us (13), 
old class of gentlemanly privilege. 
desirable behaviour as that of ‘ano 
of ‘Etonian poise and refinement’ 
comfortable life has not been entirel 
class privilege. Only time will tell wi 
we shall use a hundred years hence. 
this sort of change is ‘professional 


many of our standards come from the 
We still speak of a certain form of 
fficer and a gentleman’. We still talk 
and of ‘Wykehamist manners’. The 
y liberated from the values of the old 
hat statements of manners and values 
The expression which perhaps heralds 
etiquette’. It at least acknowledges à 
‘code of behaviour’, ‘values’, and ‘standards’, a consciousness of what is 
worthwhile in terms of the new social structure. 

It may be that here we have the answer to the question posed in Chapter 
6, when we asked how we should reconcile the higher and the lower 
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interpretations of culture, the necessary life and the good life. As members 
of the group which Livingstone called 'the masses', who, he inferred, 
would dilute the general culture if they were initiated into it, rise to the top 
professional group, they will themselves assume the standards of that 
group. Those in the lower classes may themselves accept the standards of 
the comfortable life, because members of their own group or class who 
have got on accept them. By this process, their minds will be freed from 
that error which divides society into ‘Us and ‘Them’, and sees these as 
representing two ways of life which shall never meet. 

In this respect, the teaching profession is particularly important. Perhaps 
more than any other group of people it is generally regarded as being 
concerned with values and standards. The teaching profession is concerned 
with transmitting these standards from one generation to the next. One of 
the ways in which the two levels of culture could be reconciled is by 
members of the lower classes entering the teaching profession and them- 
selves transmitting the values of the comfortable life to others. 

There are statistics to indicate that this process may well be taking 
place. One set (14) shows that over three generations the percentage of 
teachers recruited from the top two classes of the general social classi- 
fication scale has fallen considerably in the case of men recruited to 
the profession. In the case of women entrants, the figure has remained the 
same. More important for our present consideration is the fact that the 
percentage of men entering the profession from the classes of manual 
Workers has risen from 29 per cent to 64 per cent, and the percentage of 
Women from 23 per cent to 57 per cent. It is from these lower-class entrants 
that the healing of the cultural rift can be expected to come. — 

The healing may not be all in one direction. We have seen (in Chapter 5 
of this book) that one of the aims of education, according to O'Connor, 
is to make people critical. If education succeeds in achieving this aim, 
those who, through increased social mobility, enter the professions con- 
cerned with the transmission of values, may not accept all the standards 
Which they find en arrival. They may, in their own transmission of values, 
modify them to some extent. This may appear most undesirable, yet, 
paradoxically, it may be the most effective step to getting the values 


accepted by the lower classes. 


HAS THE ADJECTIVE 'LIBERAL' ANY MEANING 
IN LIBERAL EDUCATION? 


Earlier in this chapter, we asked if we were justified in qualifying the word 
'education' with the adjective ‘liberal’. The unnecessary use ofa word is 
called tautology: the two words are saying the same thing, conveying the 
same idea, and one of them is unnecessary. In this case, the argument 
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would be that, since we continually find that education achieves exactly 
what liberal education achieves, there may be only one concept involved 
and not two. We could argue that the word liberal merely underlines the 
word education, especially when we contrast liberal education with voca- 
tional training. We could equally effectively contrast education and voca- 
tional training. 

Peters develops a similar argument (15). He says that education involves 
the transmission of what is worthwhile; that education picks out no one 
process or method; that education does not merely instruct, but develops 
understanding through the giving of reasons; that education puts the 
learner in positions where he is able to develop his own critical powers. 
Then, after discussing the difference between the broad concept ‘education’ 
and the narrow concept ‘training’, he concludes that liberal education is 
virtually indistinguishable from education itself. 

Peters, in support of his claim, examines a number of fallacies which 
lurk under the heading of liberal education, and which are implied by the 
use of the term. The arguments are very similar to the ones which we have 
used throughout this chapter. Stating them is therefore a good way of 
gathering together the points which we have made. 

Peters argues that the contrasting of liberal education with vocational 
training applies not only to knowledge (mental concept) on the one hand, 
and manual skills on the other. It applies also to those areas where the 
mind and the hand combine to produce vocational knack, skill, or exper- 
tise. The tenable idea is not to demand the exclusion of vocational training 
from the process we call education, but to show that education is not the 
same as vocational training. We freed our minds from this error in Chap- 
ters 2 and 3. 


Sometimes an area of study has intrinsic as well as extrinsic value. It is 
valuable in itself (like an ego-i i i ; 


, 


purpose. 
In Chapter 3, we considered th 


€ significance of distinguishing between 
the two concepts ‘teacher educa 


tion’ and ‘teacher training’. It can be 
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situations of teaching method, motivating pupils, etc. The use of psy- 
chology in the second sense contributes to teacher education as distinct 
from teacher training. 

The fact that psychology has intrinsic value does not prevent its having 
utilitarian value. Nor does the fact that it has utilitarian value prevent its 
having intrinsic value. The two are different features of the same area of 
study. We are really saying about psychology what we said about science 
when we discussed curriculum (in Chapter 7). Science can provide either 
vocational skill or overall perspective. 

The liberal argument also says that the mind should be liberated from 
one area of study only, which is one way of condemning narrowness. It is 
possible to pursue a narrow path and to pursue it illiberally, by which we 
mean that we can not only concentrate on one area of knowledge, but we 
can also acquire this knowledge by methods which are little different from 
drill. By stressing liberal education we are really saying what Peters says 
in the second criterion, that education must not merely provide knowledge 
which is inert. 

This problem often appears in the controversy over specialization and 
when specialization ought to begin. The fact that there is a controversy at 
all indicates an awareness of the danger of narrowness of study and of 
drill methods. It shows an appreciation of the fact that, in the aims of 
education, we saw aesthetic emphases as well as the acquisition of voca- 
tional skill. It is seen also in the criteria established by James to determine 
whether certain subjects shall or shall not be included in the curriculum. 
It will be remembered that his criteria emphasized the academic, the voca- 
tional, and the aesthetic. It will also be remembered that James says that, 
ideally, a subject should qualify by matching up to all three criteria. 
Again, there is no suggestion of choosing the non-vocational at the expense 
of the vocational. Instead there is a reminder that knowledge is not neces- 
sarily valuable merely because it has no obvious application, any more 
than it is Valuable merely because it has some specific application. — 

The third interpretation of ‘liberal’ is connected with the third criterion 
of Peters. Education rules out some procedures or methods because they 
tob the learner of wittingness and voluntariness. This appears to apply to 
such methods as indoctrination. Indeed, it would apply most relevantly to 
indoctrination. But education could also rule out those less emotionally- 
toned methods such as drill and parroting. These are illiberal when they 
do nothing to create insight (or understanding) in the mind of the learner. 
They rob him of the opportunity to make what he learns meaningful to 
him. Uncritical acceptance cannot be liberal. Reason and the use of reason 
liberate the mind from unthinking acceptance. We have agreed that, when 
we use the term ‘liberal education’, we are really only underlining the term 
‘education’. In the same way, we suggested in Chapter 5 that when we 
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talk of aims we are not necessarily referring to external targets towards 
which education is directed, but to characteristics of the process called 
education. Our statement of aims is, in this sense, merely an underlining 
of the essential characteristics. The addition of liberal studies to vocational 
training in technical colleges may not achieve either the development of 
insight or even a balanced curriculum. If the content of liberal studies is 
not appropriate, or if the content is taught by methods as unenlightened 
as those in vocational classes, there is merely a reinforcement (16) of a 
faulty technique. No cognitive perspective will result. To say that the 
young apprentice ought to listen to Bach is no way of liberalizing him. It 
merely prescribes something of which he has no understanding and, 
because he has no understanding, he lacks the motivation to learn, without 
which no learning can take place. It may be far more liberal to begin from 
pop music, which the apprentice understands, and move gradually by 
stages to Bach. He may then even see flashes of Bach in pop music, and 
vice versa. The uninspired method of teaching liberal studies copies the 
old illiberalizing technique of saying, ‘You will learn this because it is 
good for you’. As we saw (in Chapter 1) with the child and his cabbage, 
the result of this illiberal method is rejection of what is prescribed. 
Finally, and the point has great relevance for us, Peters concludes the 
chapter by saying that the process of concept analysis is itself liberal, 
because it takes an overall view of the problem. It is not the tool of à 
particular faction or party, nor does it seek the implementation of specific 
content and method in education. It cannot result, if properly conducted, 
in partisanship and bias, because it will always be guided by reason. It is 
not the medium through which a certain School programme will gain 
acceptance and popularity. All these things may result from particular 
people applying the findings and data of concept analysis. But this is not 
the primary aim of the analysis. f 
' On balance, it seems that the term ‘liberal’ in ‘liberal education’ is 
indeed tautologous. We can, however, see reasons for its being there, 
TE uel a misunderstanding of the terms. Once the nous 
n’ is clarified, the necessity to use the qualifying adjective !5 
removed. When we considered aims in Chapter 5, we suggested that the 
young and inexperienced teacher might find it useful to externalize 
the aims of education, even though Peters says that they are internal to the 
process itself. In the same way, it may be useful to use the term ‘liberal 
education’ periodically as a means of underlining ‘education’, to remind us 
of the logical geography of certain terms Which are within education but 
Which are not themselves the same as education. 
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NOTES AND REFERENCES FOR CHAPTER 8 


1 In The Republic, Plato stressed that the main studies in the curriculum 
should be music and gymnastic. Music, in this context, meant much more 
than ‘music lessons’, but music as we understand it was to be part of the 
curriculum, to produce harmony. Alongside music, in this sense, was 
literature, which was to give moral guidance. Physical education was to 
produce bodily harmony, for Plato believed that intellectual and emotional 
harmony needed physical harmony as a complement. Later, Locke (1632- 
1704) stressed the need for a sound mind in a healthy body (mens sana in 
corpore. sano), while the Jesuits also laid great stress on the importance of 
physical fitness. Rousseau demands that Emile shall be a ‘strong, well- 
made, healthy child’, because a strong and sound body is essential not only 
for a healthy mind (Locke's point), but also for sound moral character. 
Hence his expression: ‘All wickedness comes from weakness’. 

2 In the latter part of the eleventh and twelfth centuries, a number of schools 
connected with the monasteries sprang into prominence. The most signifi- 
cant of these was that of William of Champeaux (died 1121) at Paris. A 
number of eminent ‘debaters’ drew very large audiences of students; one 
such scholar, Abelard, was said to have attracted 30,000 students to Paris. 
In order to be able to take part in disputations with such masters as 
Abelard, the students had to be prepared by minor teachers. Thus came 
together the basic elements of university teaching — the equivalent in 
modern times being professors and teaching staff of lower status. j 

The resumption of east-west trade and expansion in other fields outside 
the Church prompted interest in secular affairs. The method of the investiga- 
tion was usually dialectic or logical debate, applied first to doctrinal issues, 
then to secular problems. This was especially the case in France and 
England, However, in southern Italy, the reason for the rise of the universi- 
ties was somewhat different. There had always been Greek influences at 
work there and in Sicily; there was always an interest in Greek literature, 
and, through this, in Greek ideas on medicine. The interest in the theory 
and practice of medicine in the Middle Ages centred on the monastery of 
Salerno. Although Salerno never received a charter to make it a university, 
it fulfilled many university functions and became virtually what we should 
now call a medical school. " ah » 

In northern Italy, the chief study at the universities was law, which 
again was due to local circumstances. The University of Naples received 
its charter from Frederick II in 1224. Charters were granted either by 
the Pope or by the Emperor. The modern Chancellor of a University 
is a reminder of the presence of a representative of the Church in earlier 
times. 

3 The date a.p. 410 is traditionally associated with the fall of the Roman 
Empire, because in that year Alaric sacked Rome, the capital of the 
Republic, and of the Empire, too, until A.D. 330, when the Emperor 
Constantine adopted the city of Constantinople as his capital. The way for 
the collapse was paved over a period of years. As the imperial frontiers 
grew in size, the task of keeping out the barbarians became greater and 
more difficult. In addition, corruption within was a weakening factor. 

Christianity spread within the Empire. It preached the idea that all 
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people, including slaves, who possessed no rights in the Roman Empire, 
were before God equal to all others. Rousseau's ideas (and their culmination 
in the French Revolution) were the later social equivalent of these religious 
liefs. S 
ae Christian Fathers were established figures before the Empire fell. 
The early Fathers included Origen (A.D. 185-254), Basil (A.D. 331-379), 
Gregory (A.D. 325-390), Chrysostom (A.D. 347-411), Jerome (A.D. 331-423), 
Augustine (A.D. 354-430). 

4 There was a very marked culture conflict between Greece and Rome on the 
one hand and Christianity on the other. We have seen one reason for this 
above. The intellectual and aesthetic content of the Greek world had little 
appeal to the Christians; the degeneracy of the later Roman empire had 
even less. The latter was thought to set a bad example, the former would do 
little to strengthen faith. Greek became the ‘language of heresy’ and sur- 
vived only in such isolated pockets as Iona and north-eastern England. 
There were, however, Greek influences on Christian thinking. One example 
is Augustine's use of Plato’s ‘Theory of Ideas’ (his metaphysical doctrine 
of reality) to explain the Christian doctrine of the Trinity. The Nicene 
Creed (a.D. 325) shows Greek-based Christian ideas, while the Sermon on 
the Mount shows Semitic-Lased Christianity. 

5 The Renaissance, although it means ‘revival’, 
The ground was paved for it b 
period after A.p. 1000. 

After the fall of the Roman E 
writers were lost to the West, t 
world. There the mathematical 


was no sudden phenomenon. 
y the expansion of travel and trade in the 


mpire, many of the works of the classical 
he manuscripts being taken into the Arab 
and scientific ideas of the ancients were 
developed, while in the West the Church determined areas of thinking. The 
Institutio Oratoria of Quintilian, on which Erasmus based his educational 
thinking, was lost to the West until the fifteenth century, when Poggio 
discovered a complete manuscript of the work. This appeared in printed 
form in 1470. Understandably, the invention of printing gave great impetus 
to the Renaissance. It was Subsequently no longer necessary to rely on a 


single manuscript in the hands of a teacher and his exposition of the 
contents to his pupils. 


Some of the most famous names of the Renaissance come from Italy and 


Germany. These included Petrarch (1304-1347). who had an incomplete 
manuscript of Quintilian’s educational work, Boccaccio (1313-1375), 
Barzizza (1370-1431), Vittorino da Feltre (1378-1446). Among the German 
Humanists were Wessel (1420-1489), Rudolph Agricola (1443-1485), 
Alexander Hegius (1420-1495), John Reuchlin (1455-1522), Jacob Wimp- 
feling (1450-1528). 

Perhaps the most famous of all names connected with the Renaissance 


was Erasmus of Rotterdam (1467-1536). He wished to use the Classics to 
improve the social, moral, intellectual 


His early education h 
He became a wander, 
Italy, and lived the 1 


of the main centres of Printing. He corres 


10 
li 


12 


13 


The Concept 'Liberal Education' | 165 


his play, The Clouds (423 .c.). In this play, he depicted Socrates falling into 
a well because his mind was on higher things which completely took his 
mind off where he was walking. The satirical works of Erasmus included 
The Praise of Folly, The Colloquies, and The Adages. He also wrote The 
Liberal Education of Children. His basic educational philosophy may be 
summarized as follows: All the necessary guidance for education is to be 
found in the Classics, the writings of the Church Fathers, and the Scrip- 
tures, But, to obtain the full benefit from these writings, one must be able to 
read them in the original. Risk of corruption and misinterpretation creeps 
in if the works are presented in translation. Therefore, the schools must 
teach Greek and Latin in order to study these works. Grammar forms the 
basis of all school work, but it is only the means of entering into the riches 
of literature. 

The English Renaissance educators included Roger Ascham (1515-1568), 
who wrote The Schoolmaster and was tutor to Queen Elizabeth I; John 
Colet; Linacre; Grocyn; Cheke; and Lily, whose Latin Grammar was still 
in use at Eton in the nineteenth century. 

Authority and Freedom in Education, P. Nash, has 
number of occasions in the notes and references for previous chapters. 
"The War on Poverty’, Gunnar Myrdal, in New Republic (February 8, 
1964). It should be noted that President Johnson subsequently gave an 
address with the same title. Challenge to Affluence, Gunnar Myrdal (Ran- 
dom House 1962). ] , 
"Youth in Exploration and Man Emergent' Robert J. Havighurst, in Man 
in a World at Work, ed. Henry Borrow (Houghton- Mifflin, Boston, Mass. 
1964), 

Elizabeth Frazer, conducting a research in Scotland, found that at the 
secondary school level there was a high correlation between the attitude of 
Parents to schooling and the degree of success achieved by the child. en 
respect, the appendices to the Robbins Report are important. They show 
that children from the lowest ability group in the grammar school tend to 
achieve better results, to stay on at school longer, and to stand a greater 
chance of continuing to university, if they come from ‘white-collar’ homes 


than they do if they come from manual workers’ homes. f 5 
The figures also suggest that the white-collar workers’ children in the 


bright and very bright categories have a greater chance of RENS ae 
‘O’ levels, two ‘A’ levels, and a university place, than do their ee ass 
counterparts in the same groups. Not unnaturally, the biggest difference in 


i level 
educational i tween the two classes comes at the lowest 
Bg acf ould find success at secondary 


of ability. Those children in this latter group W l 
school level difficult even with parental encouragement. Without such 
encouragement, chances of success would be slim indeed. 


See the ideas expressed in 9 above. 4 
The Allegory of the Cave. See Plato's Republic (Cornford's translation), 


Book 7. 

Caught on the Horns of Plenty, W. H. Ferry (Centre for the Study of 
Democratic Institutions, Santa Barbara, Calif., 1962). Further Reflections 
on the Triple Revolution’ W. H. Ferry, Fellowship, Vol. 31, No. 1 January 


1965). 
"Recruitment to Teaching in England and Wales’, J. Floud and W. Scott, in 
Education, Economy and Society, mentioned on several occasions in the 


been mentioned on a 
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14 
15 


16 


notes and references for previous chapters. Teachers in England and 
America, G. Baron and A. Tropp, op. cit. 

See notes and references for Chapter 6, Section 12. 

Ethics and Education, R. S. Peters, referred to on several occasions in the 
notes and references for previous chapters. 

‘Reinforcement’ is a psychological term used in different learning theories 
(see also references to Behaviourists, notes for Chapter 3, Section 2). In 
trial and error behaviour, the learner attempts one solution after another 
until he stumbles on the correct one by chance. In order to increase the 
probability of the correct response being made on subsequent occasions, 
the teacher ‘reinforces’ it. In the case of rats in the Skinner box, the re- 
inforcement is in the form of food. Correct answers by children may be 
reinforced by a tick, a word of praise, or by an actual reward. 


Chapter 9 


The Concepts 
‘Conditioning’ and ‘Indoctrination’ 


Certain words in our language have a pleasing effect on the hearer because 
they represent acceptable ideas and even, in some cases, ideals. Other 
words have the opposite effect, since they have unpleasant connotations 
for the hearer. The ideas which these words bring to mind are unpleasant, 
even terrifying. For this reason, once the listener hears them, he tries to 
dismiss both the words and the ideas from his mind. 

We shall discuss a word of the first type in Chapter 13, when we analyse 
the concept of freedom. In this chapter, we shall consider two words with 
unpleasant connotations — ‘conditioning’ and ‘indoctrination’. 


CONDITIONING 


‘Conditioning’ rouses unpleasant thoughts for a number of reasons. First 
of all, those who associate it with animal learning, e.g. rats running in 
mazes or cats in puzzle boxes (1), feel that such a technique, transferred to 
human learning, robs the learner of dignity. At other times, the word 
arouses fear, because we realize the terrifying possibilities of conditioning 
in the hands of unscrupulous men. The conditioning of children to hate 
flowers in Huxley’s Brave New World is an example of this type. Wat- 
Son’s (2) conditioning of the infant Albert to hate his favourite toy is a 
Similar example from real life. Thirdly, we think of examples of rats condi- 
tioned to discriminate between black and white boxes because they receive 
an electric shock each time they enter the black box, and none when they 
enter the white box. There is no point in the experiment for the rat; the 
Only satisfaction is felt by the experimenter who proves his point by the 
Tesults he obtains. 


This last type of conditioning had a parallel for 1 
learners. In the name of education, knowledge, which adults considered 


Suitable for children was beaten in; if the learner was unable to acquire it 
by other means. Hardie (3) shows the limitation of such a method of 
making humans learn when he says that if all we required of children in 
the context of school was that they behave like circus animals, there could 
be no better method of achieving success than by flogging them. 

This statement, together with what we have said about the meaning of 


many years with human 
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education, about the transmission of values and about the elimination of 
morally unacceptable methods of transmission shows at once that this is 
not all that we require of children in school. Consequently, it shows the 
extreme limitation of conditioning. 


CLASSICAL AND OPERANT CONDITIONING 


For psychologists, the word ‘conditioning’ has two primary meanings. In 
both cases it is qualified by an adjective in the terms ‘classical conditioning’ 
(linked with the name of Pavlov(4)), and *operant (or instrumental) 
conditioning' (linked with the name of Skinner). 

In classical conditioning, the stimulus is completely under the control 
of the experimenter. The dog was shown food (stimulus), and, because he 
was hungry, he salivated (response). The dog was not a free agent in the 
matter, and his salivation did not indicate learning. Salivation, in a dog, 
is like the eye-blink or knee jerk in human beings. All three are reflex 
actions controlled by the autonomic nervous system, which is not under 
the control of the conscious mind of the individual. Consequently he has 
no control over his reflex actions as he has over such actions as eating, 
talking, and walking. If we cross our legs and the doctor taps our knee 
with a hammer, our leg jerks automatically. In exactly the same way, the 
dog salivates automatically when it is hungry and has food shown to it. 

The learning which Pavlov's dog acquired was simple association. 
Because various stimuli were paired in turn with the original stimulus, 
meat, the dog associated each with the meat, and salivated to each as if it 
were meat. This effect is the result of a very limited technique. The most 
important point for human learning is that similar stimuli evoke the same 
response, provided that the learner recognizes that they are similar. At à 
certain stage in a multiplication sum, we ‘add’, because we recognize 4 
stimulus similar to the one which evokes the response of adding in an 
addition sum. With the Alsatian, the conditioning did not lead to any- 
thing; it was an end in itself, the end being the proof of Pavlov's theory. 
In the case of the child responding to stimuli in addition and multiplication 
sums, however, the mere response is not an end in itself. We shall have 
more to say on this point later. 

In operant conditioning, the stimulus is not completely under the control 
of the experimenter, and the animal has a considerably greater freedom of 
response than in the classical conditioning experiments. Although Pavlov’s 
dog could perform some irrelevant responses (from Pavlov's viewpoint) 
such as wagging his tail, he was strapped in a harness and unable to roam. 
The white rat in the Skinner box (5) has freedom of movement. He i$ 
made hungry, put in the box, and his actions are observed. His actions 
consist of trial and error behaviour. They are chance (6) or random actions, 
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and do not conform to a discernible pattern. Eventually, again by chance. 
the rat presses the bar of the food-hopper at the end of the box and a 
pellet of food is delivered to him. The conditioning has now begun. The 
next time the hungry rat is placed in the box, he is more likely to press the 
bar than he was on the first occasion. He is also more likely to press it ina 
Shorter space of time, since the arrival of the food pellet after the pressing 
Pr ee the bar-pressing. It caused the rat to associate receiv- 
o when hungry with pressing a bar when hungry. The stimulus is 
completely under experimental control. We are not even sure what it is. 
The most significant findings from such experiments have been in the 
field of programmed learning or, as it is also called, programmed instruc- 
tion. Information is given to the learner in very simple forms and in small 
amounts. After each piece of information has been given, a question is 
asked. The learner, immediately he has answered the question, is able to 
look up the answer. If he has answered correctly, his response (the giving 
ofthe correct answer) is reinforced. This means that he is likely to remember 
the information and to give the correct answer next time, just as the rat is 
more likely to press the bar the next time as a result of the reinforcement. 


ANIMAL CONDITIONING AND INTELLIGENT (HUMAN) LEARNING 


However, the situations are not exactly parallel. If we accept that there is 
Some similarity between classical conditioning and rote learning, we cannot 
justifiably claim that there is exact identity. The moment one begins to use 
the word ‘conditioning’ with rote learning, one becomes aware that the 
use of intelligence is not necessarily entirely eliminated. In the rote learning 
of, for example, French vocabulary-lists, the pupil learns à list of French 
equivalents to English words. When tested, the stimulus is the English 
Word and the response the French equivalent, or vice versa. The reader 
will probably recall unhappy occasions when he learned his vocabulary- 


lists in one direction, expecting the stimulus each time in the test to be the 
English word. When the French word was suddenly made the stimulus, 


he made mistaken responses. 
: But this does not prove that the method o 
intelligence from the act of learning. It merely 
not behaved very intelligently when he learned 


reason for setting the rote learning was not to prove 
English word as the stimulus for the first five questions and the French 


word as the stimulus for the sixth, a significant number of pupils would 
make the wrong response. The teacher's real intention in setting his pupils 
the task of vocabulary learning was to provide them with necessary tools 
for understanding the language and, through such understanding, to 
develop in them insight into French culture. The pupils knew also that 


f learning had eliminated 
meant that the pupil had 
his lists. Moreover, the 
ve that, if you gave the 
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they would be required to do other things with. the words than "n 
them or write them down as responses to stimuli. But, for the mome E 
the rote learning test becomes a convenient method of assessment for t 
teacher, and a way of earning marks for the pupil. However, only a d 
poor teacher would allow his pupils to think that this was the only purp 2 
of learning the vocabulary. Only a completely illogical teacher Ah 
deliberately try to obscure the fact that the words would subsequently 
have to be used intelligently in French contexts. T 
At this point it would seem that there is a connection between ern 
conditioning and rote learning, but not identity of content or metho U 
There is also a connection between the two processes and instruction, 
although again there is no identity. We have seen that in instruction, the 
instructor's role is to impart information. The learner, too, has a definite 
role, namely to acquire the information. But the learner is at liberty not to 
acquire the information. He can, for instance, refuse to listen to it, to show 
that he is a free agent; may subsequently forget it, because he is not moti- 
vated to remember it. He may forget it, or refuse to learn it, because he 
fails to see any usefulness in the information; on the other hand, he may 
appreciate that the information is basic and that it will lead on to other 
information and the solution of problems. Two things are immediately 
apparent; the first, that the person instructed is still a free agent; secondly, 
that intelligent behaviour is not eliminated by instruction. It is because it 
is so difficult to eliminate the use of intelligence from even apparently 
elementary teaching or learning situations, that Peters (7) doubts if much 
genuine conditioning takes place in human learning. 7 
The applications of operant conditioning principles to human learning 
are not identical with the application of such principles in animal experi- 
mentation. Primarily, Skinner applies the principles to human learning 
for the benefit ofthe learner. A closer analysis will assist our understanding. 
When the rat is placed in the Skinner box, it is placed in what is, for it, 
an unnatural environment. A rat would not from choice seek out Skinner 
boxes to explore. It would behave in the same inquisitive manner outside 
the Skinner box as inside, if it were equally hungry. It behaves in a par- 
ticular way not because it is in a Skinner box, but because it is hungry. 
The bar-pressing is an incidental, even an accidental, act. If the rat 15 
released from the laboratory after a period of time and returns to its 
natural habitat, it will not, we believe, go seeking bars to press when it is 
hungry. In short, the rat learns an unnatural mode of behaviour which will 
not help it in any situation other than the experimental one (8). In this 


situation, the act is performed for the benefit of the experimenter, not of 
the rat. 


We said in an earlier cha 


pter that the classroom is an unnatural environ- 
ment for a child, just as 


learning a foreign language in a classroom 1n! 
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one’s native country is an unnatural or artificial or structured situation. 
We also saw, however, that enlightened teachers introduce new methods 
of language teaching which reduce the artificiality of the situation. More- 
over, the child is not made to perform useless acts in the classroom merely 
to satisfy the whim of the teacher. If this were so, the teacher would be 
guilty of using the individual as if he were a circus animal. What is learned 
in the artificial situation of the classroom may well be, and is intended to 
be, useful in natural life situations. It is not a skill to be acquired in a 
vacuum without the application of intelligence and to be performed on 
countless future occasions without the application of intelligence. 


CONDITIONING AND DRILL 
scussion of drill and coach- 


We are at this point reminded of our earlier di 
es with chessmen, and we 


ing. We can coach a pupil to make certain mov 
can subsequently drill him in these moves. At first the aim is to habituate 
him to moving specific pieces, e.g. a knight in one way, a pawn in another, 
and the queen and a bishop in yet other ways. We may perhaps use only the 
White pieces for such drill, and not play a game of chess at all. 

But Skinner claims that in operant conditioning the response is ‘under 
the control of its own consequences’, which is why he considers it to be so 
important educationally. However, the moving, for example, of the white 
knight one square forward and one square diagonally to left or right, 
without the black pieces on the board, is not making the response under the 
control of its own consequences. This can be so only if, for example, the 
black rook can take the knight after it has been moved. The habituated 
act of moving the white knight in a particular Way is essential as one of the 
basic moves of chess. But in a game of chess, the pleasure lies not in making 
such habituated moves, but in applying intelligence to outwit an opponent. 
For example, we may sacrifice the knight to make our opponent move 
his rook so that we can take his queen. Only by applying intelligence can 
We say that the response is under the control of its consequences. R 

The problem of the relationship between habituated responses and the 
use of intelligence is also demonstrated in chess by what are known as 
Bambits. In a gambit, the moves which white makes are little more than 
stimuli which black easily recognizes and to which he has become habituated, 
through drill, to make automatically certain counter-moves. But it is easy 
for the expert chess-player to reveal the flaws in this stimulus-response play 
by making a move to which his opponent has not learned the response. In 
this situation, the player who relies solely on habituated responses falls an 
easy victim to the skilful player who possesses insight into ste moves, that 
is, to the player who applies intelligence to the moves he makes. 

Returning to the teaching-machine, we can see that although there are 
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similarities between this situation and the Skinner box, there is not an 
identical situation. This would be possible only if the teacher confronted 
the child with the machine and, without a word of explanation, allowed 
him to discover by trial and error how it worked. In this way, the child 
might learn by discovery the mechanics of working the machine, but not 
the purpose of it. 

Few, if any, teachers would adopt this attitude to teaching by machine. 
Instead, they instruct the learner in the method of using the machine. If the 
teacher is making correct use of the machine he is benefiting the child by 
allowing him to learn at his own pace, because he believes that this is 
beneficial to the child. There are some who object that this robs learning of 
dignity, and that no genuine effort can be required on the part of the 
learner, that treating learning as a mechanical process is illiberal, and that, 
because the teaching takes the form of conditioning, it denies rationality 
and robs the individual of freedom of choice. 


Undeniably, life involves choices. But to be able to choose effectively, we 
must have learned something; we must have acquired information, have 
been drilled and instructed. Such instruction may have been in learning 
arithmetical tables or in following rules as part of our moral training. But 
the aim of all these processes was not to eliminate intelligent behaviour. 
Rather was their aim to make intelligent behaviour possible by providing 
the individual with the necessary basic tools. If we set out to build a ward- 
robe in an alcove in our house, and the job necessitates drilling and plugging 
the wall, we do not set ourselves the task of making the drill and plugs. 
We take these along'as the basic tools for the job. Using a drill and 
putting plugs in holes are two habituated acts, but such acts do not elimi- 
nate the need for intelligence in deciding where to drill the holes, what size 
of bit to use, and so on. Similarly, habituation to rule-obeying behaviour 
need not be mere conditioning. There is no reason why the rules which are 
automatically obeyed, should not be both reasonable rules and also under- 
stood by those who obey them. Habituation of this sort is dangerous only 
when it deliberately seeks to eliminate the application of intelligence from 
the acts which lead to habituation. If we do not understand the acts them- 
selves, we at least understand in what circumstances the acts can be use- 
fully performed. Similarly we saw in an carlier chapter that instruction 
does not necessarily seek to eliminate understanding of the knowledge 


which is given. Teaching-machines often provide basic essential informa- 
tion for subsequent imelligent use. 


Peters (9) stresses that the conditioning of rats is characterized by two 


main features: firstly, the action performed is invariably trivial; secondly, 
it is invariably unrelated to anything that the rat is required to do in its 
everyday life or is likely to be required to do subsequently. The act of 
pressing a button ina teaching-machine is trivial. Many of us press buttons 
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in everyday life. But the button-pressing is only the means to the end of 
acquiring some information. Nor is the information an end in itself, since 
it is only a link in a chain leading to further information or material 
necessary for the solving of a problem. 

Two questions which are frequently asked are: ‘Is conditioning teach- 
ing? and ‘Is being conditioned learning’? We are now in a position to 
attempt to answer both these questions. Vessey (10) defines learning as 
‘the acquisition of something by a process other than maturation’, and 
maturation as ‘the developing of “readiness” to perform certain actions 
without being taught’. Thus maturation enables the infant to crawl and 
later to walk and climb stairs. Later still it enables him to begin to talk. 
Again Skinner and others would have us believe that vocabulary in the 
infant comes as the result of operant conditioning, but this is extremely 
doubtful. The child utters a word and parental praise ‘reinforces’ it. This is 
true, but the child does not utter the word in the same random way that the 
rat presses the bar in the Skinner box. The child has heard others utter the 
word. He has listened to the sound and then attempts it himself as a 
deliberate act. Something, the desire to communicate, the desire to please, 
or a simple need, causes him to imitate a sound he has heard. Imitation, 
however, is not the same as being conditioned. He has, in Piagetian terms, 
carried out a number of important processes, none of which show that the 


application of intelligence has been eliminated. 


CONDITIONING AND TEACHING 


There are times when teachers require their pupils to form habits; at other 
times they require them to respond to stimuli, and sometimes they require 
them to be drilled in certain actions and skills. But few teachers limit their 
endeavours to these activities. If they are good teachers they are all the 
time seeking to develop understanding in their pupils. Good teachers are 
aware of the potential dangers of such activities as drill and eg mee 
Advocates of modern methods often go too far the other way in en 
attempt to improve on traditional methods. Believing that what was y in 
the old methods was drill and habituation, they attempt to eliminate these 
elements from teaching and learning. Both teaching and learning are 
deliberate acts. Because we cannot teach anyone anything, but can 
only cause them to learn, and because learning and teaching imply the 
development of understanding, conditioning cannot be synonymous d 
teaching any more than being conditioned can be synonymous wit 


learnin 

g. ` ie ? 

However, in the early chapters of this book we saw that within education 
> 

there is a whole family of interrelated concepts. One of these was training, 

and investigation of this concept showed that there were other concepts 
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within training, such as instruction and drill. None of these was the LE 
as training, nor was training the same as education. But this was ae 
same as saying that there must be no training, instruction or dril ies n 
education. By the same line of argument, teaching may involve rill, 
habituation and conditioning, but no single one of these is teaching. 

To believe that conditioning is the same as teaching is to take the 
environmentalist view of the extreme behaviourists. Like Watson, We 
would have to believe that environment was all-important in determining 
intelligence and personality. We should as a result believe that, by placing 
any individual in a specific environment, we could make him dde 
poor man, beggarman, thief’. Such a belief is so irrational that it is no 
surprising that there are no longer such extreme behaviourists. 

Conditioning is a very limited and limiting technique. The least complex 
thing that it produces is the single response; the most complex form o 
behaviour possible by conditioning is habit. There are those like Hull (1 1) 
who claim that even language is merely a series of habits. This argument 1s 
retrospective. It develops a learning theory, and then examines language 
and attempts to explain it entirely in terms of the theory. One of the areas 
where intelligence is most clearly shown is in the true usage of language. 
Since conditioning eliminates intelligent behaviour, it cannot explain 
language learning, nor can it figure prominently in human learning of any 
kind. Scheffler (12) Says that knowledge is not achieved through a standard 
set of operations which process sense data. Instead, knowledge results 
from applying a “conceptual framework’ to such data. By this process, we 
develop ideas (complex process) from the sense data (simple raw material). 
The use of language figures largely in this conceptual framework, since 
ideas are developed from sense data in terms of language. In the course of 
this book, we have frequently reminded ourselves that terms in themselves 
are unimportant. Their only importance is that they represent concepts Or 
ideas. Thus, the analysis of such terms as ‘education’ or ‘conditioning’ is not 
the analysis of words, but an attempt to develop a clearer understanding of 
the ideas which the words are used to convey. Just as mere linguistic 
analysis of the terms without concern for the concepts behind them cannot 


result in clearer understanding of such ideas, so conditioning, as a process, 
can play no part in the formation of ideas. 


INDOCTRINATION 


The layman frequently pairs in his mind the terms ‘conditioning’ en 
‘indoctrination’. Both convey unpleasant ideas which make him unwilling 
to come to grips with them and define the precise logical geography of each 


term. It is for this reason that Wilson (13) is able to say that, to many 
people, the term ‘indoctrination? is a nebulous (14) one. 
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; Why, then, did we (in Chapter 2) quote a statement by Ducasse connect- 
ing education, which we have come to accept as a liberalizing process, with 
indoctrination, which most people feel is a process which in some way 
denies liberty. Ducasse, after defining ‘education’ etymologically as a pro- 
cess of ‘leading out’, states that the process of education takes place through 
instruction, training, and indoctrination. Although the first two terms 
scarcely suggest the act of ‘leading out’, our own analysis has shown us 
that they are both concepts within the larger concept of education. In- 
doctrination, however, appears to be totally out of place, since it would not 
appear at first glance to measure up to the three criteria (in our view of 
education) nor to be in keeping with the ‘leading out’ idea of Ducasse. 

The answer to the important question whether indoctrination can play 
any part in education depends on the answer to another vitally important 
question: ‘Is the process which we call “indoctrination” given that name 
because of its content, its method, or its aim or intention? If we look at 
the implications of this question, we shall see why it is vital to answer this 
second question before we can be in a position to answer the first. 

It can be argued that the content of education can be divided into two 
parts, usually called ‘facts’ and ‘beliefs’. If we were to ask someone what 
was the essential difference between these two terms, he would doubtless 
say that facts can be proved, beliefs cannot. When we deal with facts, we 
are dealing with certainties (we are in the realm of ‘going and doing’); 
when we deal with beliefs we are dealing with uncertainties (we are in the 
realm of ‘sitting and thinking’ or ‘theorizing’). However, Hospers tells us 
that there are very few things which are absolutely and undeniably true, 
while Wilson warns that few of the things which we teach are absolute 
certainties. Moreover, he suggests that we should be well advised to worry 
less about teaching only absolute certainties, than about giving evidence to 
support the things that we do teach. 


Thislast statement bringsusto thesecond probl i i 
is so called because of the method which is used to transmit a particular 


content. No one would suggest that true teaching could ever be confused with 
brainwashing (a technique associated, even by the layman, with indoctrina- 
tion). But there are certain areas where, it is suggested, indoctrination can 
take place as part of teaching. One of these is the area of religious soe 
It is often suggested that there should be no religious teaching in sc o0 
because although parents are given the option of removing their children 
from religious teaching lessons, some children who remain will be in- 
doctrinated. But is it fair to say that the teacher who, asa committed 
Christian, attempts to tell the pupils of his or her religious experience is 
attempting indoctrination? We must, moreover, distinguish between mne 
teacher who, out of religious fervour, puts forward beliefs emphatically 
without rational justification, and someone whose sole intention 1s to 


em: whetherindoctrination 
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suppress rational argument. One can argue that the teacher who 5 i 
personal fervour leaves himself open to criticism for not suppor ae 
fervour with rational argument. But this is not the same as — 
merely omitting to support one’s beliefs with evidence is indoctrina em 
This brings us to the last point, namely that indoctrination may e 
called because of the aim or intention of the person carrying out the proc 
rather than with either its content or method. However, the fact that e 
use the terms ‘content’, ‘method’, ‘aim’, and ‘intention’ shows that it is no 


as surprising as at first appeared that we have to distinguish carefully 
between indoctrination and teaching. 


INDOCTRINATION AND TEACHING 


White (15) also suggests that, historically, there has been some failure to 
distinguish clearly between indoctrination and teaching: 


"The word “indoctrination” was often used in the past to refer to teaching 
generally; to indoctrinate a person was merely to get him to learn soma 
thing. In this century the word has taken on more precise meanings. 

now usually refers to particular types of teaching, distinguished by the 
different intentions that some teachers have in mind, e.g. to get children 
to learn by rote, or without reasons, or in an unshakeable way, intentions 


PEE A : d 
that were not clearly distinguished in the past, when the word was use 
more widely.' 


This passage is most interestin 
only that philosophy has only i 
to distinguish clearly between 
uses this method. Secondly it se 
and teaching have been equi 
appears that what was referre 


£. It is firstly another piece of evidence not 
n the present century used linguistic analysis 
apparently similar terms, but also why it 
ems that, in the past at least, indoctrination 
ated, although from White’s remarks it 
d to as indoctrination would be much more 
accurately described as instruction, albeit often unimaginative instruction. 
However, as we have already Suggested, unimaginative instruction is not 
necessarily indoctrination, if ‘intention’ is the criterion. , 
Moreover, even if we accept that unimaginative instruction is indoctrina- 
tion, we are only admitting that in the past indoctrination, or somsani 
akin to it, has played a part in teaching. In the same way, in the first hala 
this chapter, we suggested that conditioning might play some partin e 
ing without being the same as teaching, just as being conditioned mig s 
play some part in learning without itself being learning. We saw the sam 


4 : ining in 
sort of confusion when we were discussing education and training ! 
Chapters 2 and 3. 


Peters makes a useful an 


(ce TT nd 
d clear distinction between conditioning à 
indoctrination, when he say: 


qs * E ions 
s that conditioning is concerned with reactio 
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while indoctrination is concerned with beliefs. Yet for our present purpose 
this distinction tends to confuse the issue, since we have seen that teaching 
is also concerned with beliefs. Consequently, to say that both indoctrina- 
tion and teaching are concerned with beliefs, does nothing to distinguish 
one from the other. It is rather like saying that Arithmetic and Algebra are 
both concerned with calculations, which does nothing to distinguish 
between the two. 

However, it does suggest that, since the distinction between teaching and 
indoctrination does not seem to depend on content, and since we have 
already suggested that to use method as the criterion for deciding what is or 
is not indoctrination is little better, the answer seems to be that it is the 
intention which decides whether a process is indoctrination. Brainwashing 
is a form of indoctrination, but the intention to close the mind to reason is 
taken first and the method of brainwashing used only after the intention 
has been decided. 

Such an intention is missing from teaching by rote, instructing unimagi- 
natively, and teaching fervently from conviction. In these, the teacher 
fails to make his teaching interesting and rationally based. He does not 
deliberately intend to eliminate interest and rational evidence. We may 
say that such teaching is ‘dogmatic’, ‘doctrinaire’, ‘prejudiced’, or ‘rigid’, 
but these are words describing the method of the teaching, not its in- 
tention. : 

The above defects regularly characierize ‘poor’ teaching, and some 
readers will no doubt have had experience of it. We have given historical 
examples in this book. It is therefore interesting to note that Hare (16) 
says that we can detect the indoctrinator by watching the expression on the 
teacher’s face when his opinions are challenged by his pupils. Again, there 
is the suggestion that it was not the teacher’s intention that what he said 
should be questioned. We can sum up the main points made so far in our 
attempt to distinguish between teaching and indoctrination as follows: 
both teaching and indoctrination seek to achieve preconceived ends. 
Teaching sometimes seeks to transmit facts, sometimes to communicate 
beliefs. Indoctrination is not concerned with facts, but only with beliefs. 
Moreover, while ‘good’ teaching seeks to use reason and evidence to 
achieve its ends more effectively and convincingly, ‘bad’ teaching may omit 
both without this being its deliberate intention, in order to bring about the 
desired aim. By contrast, as we shall see in a moment, ER 
deliberately suppresses both reason and evidence to achieve its aim, whic 
is the inculcation of beliefs. Teaching, when it 1s ‘good’, aims to produce 
insight; it is an inherent characteristic of indoctrination to deny insight 
deliberately and by all possible means. Teaching may resort to unimagina- 
tive methods which are open to criticism. Indoctrination deliberately 
resorts to methods which are reprehensible and morally objectionable to 
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all save the indoctrinators themselves. Thus while teaching measures up to 
the third of Peters' criteria for the educative process, indoctrination does 
not. 


INDOCTRINATION: RATIONALITY: JUSTICE 


The one word which we can use to describe the characteristic of indoctrina- 
tion, then, is ‘irrationality’, a deliberate attempt to remove understanding. 
Far from encouraging the use of evidence to substantiate, it actually sup- 
presses all evidence which is in any way likely to undermine the beliefs and 
ideas it is attempting to inculcate. Suppression of evidence, the doctrinaire 
approach and the authoritarian manner are all deliberate, and it is the 
intention of the indcctrinator that all these features shall be characteristic 
of the process. His aim is to suppress all possible criticism of the beliefs he 
transmits. One line of argument will be put so forcefully, so repeatedly, so 
uncompromisingly, that the victim of the indoctrination will never be able 
to consider an alternative because none appears to be available. The object 
of establishing these beliefs is simply to establish someone in power, or to 
increase the existing power of the person for whom the indoctrinators act as 
agents. Just as one of the aims of education which O’Connor tentatively 
listed (see Chapter 5) was to produce critical thinking in the individual, so 
in indoctrination the sole aim is to suppress it. Indoctrination is never 
undertaken with the well-being of the individual in mind. The individual is 
sacrificed to the interests of the system or the establishment. Thus the Nazi 
doctrine of racial superiority was not for the benefit of the average German 
at the expense of the average Jew. The only beneficiaries were Hitler and 
the hierarchy of the Nazi party, since they had the blind devotion of the 
average German members of the master race. 

The idea of injustice (especially the injustice which is not seen to be done) 
enters the discussion at this point. The injustice to the Jews was obvious; 
the injustice to the Germans was none the less real, although it was much 
less apparent. In the first place, they were deprived of the right to think and 
decide for themselves. In the second place, and this was closely linked with 
the first ‘injustice’, they were coupled with Hitler as the perpetrators of 
horror. The masses who swaggered and screamed after their leader were 
thoroughly indoctrinated, but many did not distinguish between their 
actions and the action of those who behaved that way from free choice. 
Finally, the indoctrinated were involved in the same eventual catastrophe 
as their indoctrinators, although they deserved a different fate. 
Indoctrination on this scale (and any indoctrination is, by its very nature, 
likely to escalate) is a total Process. In its attempt to suppress freedom of 
thought, Speech and action, it takes control of all those media through 
which the minds of free men express themselves, the ‘cultural forces’, aS 
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Perry (17) calls them. These include art, literature, music, science, philo- 
sophy, and religion, and they are either converted into actual instruments 
ofindoctrinati. e.g. the repeated roaring of racial songs on the radio, or 
Suppressed enurely, as in the case of religion. Total indoctrination also 
includes the control of the media of mass communication such as television, 
press and radio. 

The result of this is what Perry (18) describes as an ‘irrestible spell’ which 
binds the minds of the indoctrinated and reduces them to a state of ‘hypno- 
tic fixation’. A way of thinking is inculcat. d, and this in turn manifests itself 
in a total way of life. Every available force that will help bring about the 
preconceived aim is harnessed in the cause of suppressing alternative ways 
of thought and life. Every distracting force, every opposing influence, is 
eliminated, if it cannot also be indoctrinated. Acceptance is demanded and 
obtained simply by making rejection impossible. Rejection is even made 
undesirable through the blandishments of the indoctrinator, and through 
ceaseless propaganda. The process is almost frighteningly simple — aims are 
established, a course of action is decided and relentlessly pursued, the aims 
are achieved. 


INDOCTRINATION: EDUCATION: OVERPURPOSIVE EDUCATION 


Indoctrination aims to close the mind; education aims to open and develop 
it. Education aims to put forward beliefs, but at the same time to make the 
individual critical and to provide him with the opportunity of being critical. 
Indoctrination puts forward doctrine and dogma and sets of beliefs so 
authoritatively that they appear beyond the reach of normal investigation. 
Consequently, the task of the indoctrinator allows no respite. We have seen 
elsewhere (19) that the human mind pushes the memory of painful experi- 
ences into the unconscious, and seeks to keep them there. But there are 


times when the conscious mind is so beset by pressures that it cannot retain 
its hold over the experiences banished into the unconscious. The moment 
ious mind again 


the hold is relaxed, the experiences come into the consci 

and cause emotional breakdown. There is a direct parallel between the 
individual and the indoctrinator here. Once there is any relaxation of the 
process, people begin to think for themselves. Thus, in spite of the ex] 
tion of human thought by the Church in medieval times, the strangleho 
could not be maintained indefinitely. Once it was relaxed, people began to 
think and to ask questions, to demand proof of those things which earlier 


they iad taken on trust. 
Thus, although genuine e 
measures up to our three criteri 
see that processes which are loo c 
It is these processes which Perry called ‘ove 


ducation (and by this we mean a process that 
a) can never become indoctrination, we can 
sely called education can be indoctrination. 


rpurposive education' (20). In 
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the counter-Reformation, the Church of Rome attempted to regain its hold 
over men's minds after this had been loosened by the Protestant Reforma- 
tion. The result was one of the most systematic attempts to harness educa- 
tion to a cause in the whole of history. Education, from the cradle to the 
university, was to be controlled by the Jesuits. There was to be ‘One aim, 
one content, one method’. There was to be a close hierarchy of supervision 
to ensure that no individual deviated by an inch from the decided line. 
Jesuit education at that time showed all the characteristics which we have 
just assigned to the process of indoctrination. 

A most important point is raised here. It is all too easy to see indoctrina- 
tion in other people, sects, or countries and to miss it, or its equivalent, in 
ourselves, just as it is easy to see our own faults in other people through a 
process of psychological projection (21). We can now see the danger of 
imposing on education categorical aims from without (see Chapter 5). This 
is precisely what the Jesuits did when they established their *over-deter- 
mined’ education. Examples from familiar contexts, on which many look 
with favour, will show how subtle deception can be. 

American schoolchildren are required every morning to swear allegiance 
to the Stars and Stripes. This is a secular ceremony, the counterpart of the 
religious assembly required by statute in British schools. American schools 
are not allowed to provide religious instruction, since this may offend 
some people. The provision of religious education is regarded as the task of 
the church, rather than the public school (22). The swearing of allegiance to 
the flag, however, is accepted. It is a mark of patriotism which conforms 
with an ideal cherished by the American people. It is a highly purposive, 
emotional experience to which, over the years, the child becomes habit- 
uated. It is difficult to distinguish between this ceremony and indoctrina- 
tion. It occupies only a small part of a long and busy school day, and it 
arouses little comment or criticism because it is not alien to American 
ideals. Nor was the Jesuit education alien to the ideals of the Catholic 
Church. Yet both have the same aim: to plant certain ideas in uncritical 
minds to secure a predetermined purpose. 

The fact that many people in Britain object to the religious assembly and 
that few American parents object to the Swearing of allegiance to the flag 
can be used as an argument in favour of the flag ceremony and against 
Assembly. In fact, it ought to be an argument on the other side. If some 
British parents object to religious assembly, it must mean that they are, at 
any rate, thinkingabout it. One cannot protest against something unless one 
is aware of it. The fact that American parents do not object to the swearing 
of allegiance could be no morethan a sign that they too have been thoroughly 
indoctrinated. It may be that, in the country where a famous behaviourist 
psychologist talked about the ‘stamping in’ of Tesponse (23), a thorough job 
of ‘stamping in’ or indoctrination has already taken place! 
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To Western minds indoctrination is frequently synonymous with 
Communism. As a result, it is doubly out of favour; it itself is an unpleasant 
process, and it is practised by a people whose ideals are very different from 
our own. But, to the Communist mind, indoctrination is synonymous with 
religious teaching. The Church of Rome and the Communist state have 
nothing in common ideologically, but they accuse each other of using 
exactly the same process to achieve their very different ends. Although the 
expressed aims are different, the common aim may really be the total con- 
trol of the minds of their respective followers. 


INDOCTRINATION: ROTE LEARNING 


It seems a far cry from such total indoctrination to the so-called ‘indoctrina- 
tion’ implied by such processes as rote-learning. Again we are concerned 
with two aspects of the process: content and intention. It is possible to 
argue that if we allow unquestioned learning, stamping in, and reinforcing 
of a factual content, it is but a short step from this to the inculcation of* 
unacceptable beliefs. But, as in our consideration of conditioning, we must 
ask ourselves what is the aim and intention of the teacher? When he 
requires his pupils to learn the first declension in Latin grammar by rote, is 
he attempting to pave the way for indoctrinating their minds with the ideas 
of, say, Maoism? Is he attempting to preclude rationality from their 
learning? Is he deliberately attempting to habituate his pupils to be 
unthinking? It is difficult to believe that any of these is the real reason for 
the teacher’s setting his class the task of learning Latin nouns by rote. He 
requires them to do so because he considers that such rote-learning is 
essential for a meaningful study of Latin, and because he believes that this 
is the most efficient way of enabling the pupils to obtain the basic required 


knowledge. 
The teacher is more obviously an indoctrinator and his conduct repre- 


hensible when he attempts to inculcate into the minds of his pupils his own 
beliefs and attitudes, and also ideas which are by no means certain without 
the suggestion of possible alternatives. This does not mean that no teacher 
should teach anything unless it is one hundred per cent certain. Wilson (24) 
tells us that few things fall into this category, while Hospers shows that 
even propositional knowledge (25) can very rarely be said to be ‘absolutely 
certain’. The intentions of the teacher, as distinct from the indoctrinator, 
are based on reason. He puts forward an idea and adduces evidence from 
of other people to show what can be said 
in favour of the idea and what must be said against it. Finally it is often 
best not to come to a conclusion, but to leave the pupils to make up their 
own minds. In some cases, and at certain age levels, they may do this 
immediately. In other cases, and at other age levels, they may not make up 


his own experience and from that 
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their minds for some years. But the leaving of the mind open is a hallmark 
of education, the deliberate closing of the mind, especially in face of irs 
evidence that it ought to remain open, is a characteristic of the indoctrin 
tor. 


INDOCTRINATION AND MORALITY 


The issue of morals and morality which, like the issue of religion, is one 
which often raises the cry of indoctrination, will be dealt with in Chapter 
12. But at this point it is important to introduce the question of arame 
morality, to demonstrate something of great importance in our eoa 
analysis. It is often said that it is wrong to indoctrinate children o ies 
School age in morality. They should not be told what to do and what nott 

do, because to do so would be to impose adults’ ideas on their minds. This 
is muddled thinking. If we ask what is the intention of the average parent 
who gives such imperatives to his child, the answer will be, ‘to protect the 
well-being of the child’. If we were to ask this same parent, ‘Will you are 
your son (or daughter) as a teenager, to obey your moral imperatives? 

the answer would frequently be, ‘Good heavens, no! I would hope that by 
then he (or she) will be capable of making up his (or her) own mind’. The 
intention of the indoctrinator in this situation would be to establish such a 
powerful hold over the mind of the child that he would never be free of it. 
The purpose of these early commands is to lay down behavioural guide- 
lines which will enable the Child to avoid physical and moral danger when 
the parent is not there to Supervise. The content of the commands is also 
useful when the child is capable of exercising critical thinking on the con- 
tent of the precepts. We have stressed more than once that method without 
content is impossible. An adolescent cannot make up his own mind on 


moral issues if he has no content to criticize, to accept, or to reject on 
rational grounds. 


The teacher, as Peters Stresses, and as w 
figure’. He has tremendous in 
acquired and because of the po 
into their society as a teacher. 
can make harmful content ha 


€ shall see later, is an 'authority 
fluence because of the knowledge he has 


sor from his elevated position could, by a look, a word, 
a gesture, ‘turn them into political dynamite’. The teacher must, therefore, 


if he is to be worthy of his authority, examine his motives continually to 
ensure that they are laudable. 


The danger is that in a Societ 


y Which behaves irrationally, as our OWD 
does for much of the time, educa: 


tors may also begin to behave irrationally- 
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The next step is to condemn rationality in others, and the final step is to 
attempt deliberately to suppress rationality. At this point we cease to teach 
or educate, and begin to indoctrinate. Although society behaves irrationally, 
withholds and even suppresses evidence, and acts in an arbitrary manner, 
the teacher must always build his work on a foundation of rational think- 
ing and open-mindedness. 


CONCLUSION 


The weight of evidence in this chapter shows that there is a good deal of 
loose thinking about both the terms ‘conditioning’ and ‘indoctrination’. 
Because they are seldom assigned their appropriate logical geography, they 
are frequently confused with each other and, almost as frequently, with 
other terms, such as ‘instruction’, ‘drill’ ‘teaching’, and even ‘education’ 
itself. 

Consequently our first task must be to establish in our own minds 
exactly what both terms imply, how they differ from each other, what they 
have in common with the related terms, and in precisely which areas and 
characteristics they differ. When we have done this, we find that, in educa- 
tion, there are processes which bear superficial resemblance to conditioning 
and to indoctrination, but the instances of real conditioning and indoctrina- 
tion are very much fewer. Neither conditioning nor indoctrination is 
educationally acceptable, since both fail to measure up to the third of 
Peters’ criteria and must be classified as morally objectionable, since they 
rob the learner of wittingness and voluntariness. In the instances where 
certain processes are mistaken for conditioning and indoctrination, it can 
be said that they achieve little which is genuinely educational and that on 
these grounds alone they must be condemned. But we must be very clear 
why we are rejecting a process. It is one thing to reject it because it is 
inefficient; it is quite another to reject it because it is morally objectionable, 
just as we must distinguish between sacking an employee because he is not 
efficient, andsacking himon the grounds that hismoralcharacterleaves much 
to be desired. Our last word must be that conditioning, in the sense 
acceptable to behaviourists, has little part in human learning and teaching, 
that there is much more potential danger from the introduction of in- 
doctrination, which is concerned with beliefs rather than reactions. To 
ensure that it does not become mistaken for teaching we must remember 


always that education involves: 
1 The transmission of knowledge and beliefs, and the justification of both 
by the teacher to the learner, as well as the understanding of both by the 


learner. 
2 The intelligent use by the learner of the knowledge and beliefs acquired. 


3 Wittingness and voluntariness on the part of the learner. 
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4 The development of cognitive perspective in the learner. . 
5 Consideration by the teacher of the well-being of the learner in all that 
he undertakes to do with the learner. 


NOTES AND REFERENCES FOR CHAPTER 9 . . 

1 Cats in puzzle boxes were used by a number of behaviourists in their experi- 

ments. Among these was E. R. Guthrie. The puzzle box had a pole in a 
vertical position in the centre. The cat was placed in the box, and the door, 
which could be opened only from inside by pressure on the pole, was 
closed by the experimenter. The trial and error behaviour of the cat ieu 
up to the final (correct) response of brushing its body against the vertica 
bar was filmed by the experimenter. On subsequent trials, the behaviour 
was again filmed. Thus the behaviour of any cat on any trial could be 
compared with the behaviour of the same cat on any other trial, or with the 
behaviour of any cat on any trial in the same puzzle box. Thus Guthrie was 
able to look for ‘stereotyped responses’. 

2 The infant in question was given a white toy rabbit to which he became 
tremendously attached. Watson showed that, by making a most unpleasant 
sound every time the infant went near the rabbit, he could be conditioned 
to hate and avoid it. This type of behaviour is known technically as 
‘avoidance conditioning’ and is similar to the example of giving the rat an 
electric shock when it entered the black box, to condition it to avoid itin 
future trials, Similarly, in the situation quoted from Hardie where children 
used to be flogged to make them learn, ‘avoidance conditioning" was also at 
work. The children remembered the material they were taught in order to 
avoid the flogging. n 
Truth and Fallacy in Educational Theory, C. D. Hardie (Cambridge Uni- 
versity Press 1942), 

4 Pavlov was a Russian 


A physiologist who experimented with Alsatian dogs- 
Knowing that dogs a 


1 utomatically salivate when hungry and confronte 

with meat, Pavlov, by pairing certain Objects, e.g. an electric bell, a light, a 
metronome, with the meat, conditioned the dog to salivate to these objects. 
(See also notes and references for Chapter 1, Section 3.) 

5 A Skinner box is illustrated in the diagram below: 


FOOD 
HOPPER 
HUNGRY 
BAR WHITE RAT 


asa dii PaA ee ee ee Oe 7494-99. 
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6 The term ‘chance’ appears in statistical works. If some event occurs by 
chance, it occurs without any particular reason. Thus if we throw a penny 
in the air, there is no particular reason why it should come down ‘heads’ 
rather than ‘tails’. Some events, however, occur too often for chance. Such 
events occur for some significant reason. If a child who has never learned to 
do addition sums is given tén sums and gets one right, he does so ‘by chance’. 
If a child who has learned to do addition sums gets ten out of ten right, he 
does not do this by chance, but because he has learned the process of 
addition correctly, which is the significant reason for his success. If the 
child who had not learned addition got all ten right, this would not be 
merely by chance, nor because he had learned addition correctly, since he had 
not been taught it. All that we can say is that he obtained the right answer 
‘too frequently for chance’. In this case, we are not immediately able to 
isolate and define the significant reason. A fuller discussion of ‘chance’ and 
‘significance’ and other elementary statistical terms is undertaken in: 
Assessment and Testing: An Introduction H. Schofield, op. cit. 
Ethics and Education, R. S. Peters (George Allen & Unwin 1966). . 
Note: Rapaport writes in Emotion and Memory, D. Rapaport (Science 
Editions Inc., New York 1961): ‘Conditioning limits the freedom of reaction 
and thus is not comparable to life situations in which the emotional effect on 
memory is palpable.’ 
9 See 7 above.’ 
10 ‘Conditioning and Learning’, Godfrey Vesey, in The Concept of Education, 
R. S. Peters (Routledge & Kegan Paul 1967). 
11 See notes and references for Chapter 3, Section 2. 
12 ‘Philosophical Models and Teaching’ Israel Scheffler, in Philoso, 
Education, 2nd edn., ed. Israel Scheffler (Allyn & Bacon 1966). j 
13 ‘Education and Indoctrination’, John Wilson, in Aims in Education; the 
Philosophical Approach, ed. T. H. B. Hollins (Manchester University Press 
1964). 


on 


phy and 


14 The Latin word nebula? means a ‘cloud’, Consequently when Wilson 
describes ‘indoctrination’ as ‘nebulous’, he means that people's ideas about 
its meaning are ‘cloudy’ or ‘unclear’. Using a similar meteorological meta- 
phor we often say that people’s ideas are ‘hazy’. " 

15 ‘Indoctrination’, John White, in The Concept of Education, op. cit. 

16 The classic work, by R. M. Hare, is The Language of Morals (Oxford 
University Press 1952). This is by no means an easy book to read, but it is 
such an important one that those who have some experience of philosophy 
will find it tremendously helpful. 

17 ‘Education and the Science of Education’, 
sophy and Education, op. cit. See also notes and re 
Section 2. 

18 See 17 above. 

19 Assessment and Testing: An Introduction, 
above. 

20 See 17 above. 

21 In the ‘ego-defence mechanism’ known as ‘projection’, we see our own 
faults most clearly in other people. We criticize other people for these faults 
to avoid feeling guilty at possessing them ourselves. The process is an 
unconscious one. Also, by projection, the ‘bad workman blames his tools’. 
This is a common phenomenon in everyday life. Instead of giving the real 


Ralph Boston Perry, in Philo- 
ferences for Chapter 5, 


H. Schofield, op. cit. See also 17 
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22. 


23 


24 
25 


reason for our behaviour, we invent one. For example, if we sit an eig 
tion and fail, we pretend that we never really wished to obtain a pass. $ i 
only went because our friends went, and we are not the least concerned t at 
we have failed. We take this line to protect our pride, and again the process 
is unconsciously inspired. Discussion of this and other 'ego-defence 
mechanisms' is undertaken in Assessment and Testing: An Introduction, 
Op. cit. t is what 
The term *public school' in the United States educational system, 1s W it 
we call a ‘state school’. It is called ‘public’, as distinct from ‘private’, since! 
is the school to which everyone is entitled to go. Originally the term pue 
school’ in our educational system had a real meaning, since it was ye 
intention of the founders of our ‘public schools’ that poor boys should be 
educated there free of charge. , ich 
The term ‘stamping in’ applies to a successful response to a stimulus whic 

is subsequently repeated whenever the stimulus appears. Each uui uir 
of the response 'stamps it in' more deeply. This particular term is used only 


by E. L. Thorndike (see our Chapter 3, notes and references, Section 2). 
See 13 above. 


See notes and references for Chapter 4, Section 17. 


The Third Trilogy 


VALUE JUDGMENTS 
VALUES 
MORALS 


Chapter 10 


The Concept 
"Value-Judgments' 


We make value-judgments every day of our lives, both as private individuals 
andas teachers (1). As private individuals we say, for example, ‘I prefer coffee 
to tea with my breakfast’, and as teachers, ‘Smith is better at English than 
Jones’. In both capacities we make more general statements, which are still 
classifiable as ‘value-judgments’: ‘War is a terrible thing’; “Peace is most 
desirable’; ‘Education is valuable’. 


VALUE-JUDGMENTS AND OPINION (SUBJECTIVITY) 


The one thing that all these statements have in common is that they 
express an opinion about the comparative merits of two people or things, 
or the desirability of something, or the undesirability of something else. 
Another feature common to all of them is that there is no method of 
Measuring the truth of the statements against an outside criterion. We may 
find a large number of people who share our subjective view about the 
relative merits of peace and war, or of coffee and tea as a breakfast drink. 
We may also find some people who support our view that Smith is better 
than Jones at English. However in the latter example, we could just as 
easily find someone who disagrees violently with our judgment. If the per- 
Son who disagrees with me does so as the result of impressions which he 
has gained from the work of Smith and Jones in English, he is as entitled 
to his point of view as I am to mine, because he uses the same grounds as 
evidence for making the statement. If I say that the man who contradicts 
me about the respective merits of Smith and Jones in English is wrong, I om 
guilty of using the word ‘wrong’ incorrectly, because I am virtually saying 
that he has no right to make his statement. ! i 
Because both statements are based on personal, subjective impressions, 
there is no proof that either party is right or wrong. All that is clear is that 
the other person disagrees with my assessment of the merits of Smith and 
Jones in English. Far from being entitled to say that the other man is 
Wrong, I am entitled only to say that his opinion differs from mine. 


VALUE-JUDGMENTS AND EVIDENCE (OBJECTIVITY) 


I nay, however, be saying that our opponent is wrong because of the 
evidence on which he bases his statement. But, since he is using the same 
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evidence as I am, I must also be wrong, if this type of evidence, namely the 
impression which people's work makes on us, is wrong. I may feel that my 
opponent has got the wrong impression, but this again is only saying that he 
has not formed the same impression as I have. Consequently since there is 
no proof that I am right, I cannot condemn as wrong somebody who 
differs from me merely because he differs. 

There are other occasions when we may be entitled to say that those who 
disagree with us are wrong. I may have in the school where I teach two 
boys who are ‘good quarter-milers’. A colleague and I have each watched 
Brown and Robinson running against other boys round the quarter-mile 
Tunning track. Both boys have won every race which we have watched. 
But the distance by which Brown beat his opponents was always much 
greater than the distance by which Robinson beat his. I, therefore, make 
the statement that ‘Brown is a better quarter-miler than Robinson’. 

By this I mean that, if the two boys were to run a series of quarter-mile 
races, Brown would beat Robinson every time, or in the majority of cases. 
The evidence on which I base this statement is that, whenever I have 


watched them running in separate races, Brown has always beaten his 


opponents by the greater margin. But this is not necessarily reliable 
evidence. It is possible that Brow 


n hasalways run against weaker opposition. 
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judgment over that of my colleague, when he says: 'But that was only one 
race. You cannot be sure, on the evidence of one race, that Brown isa 
better quarter-miler than Robinson.' I am forced to agree, and we stage a 
series of races, twenty in all, over a period of time, and Brown wins sixteen 
of them, one is a dead heat, and Robinson wins the remaining three. I am 
now convinced that Brown is a better quarter-miler, but my friend is not so 
Sure; I am convinced, despite the three defeats, because of the sixteen 
victories. My colleague has reservations because of the three defeats. He 
reminds me of what statisticians say about the danger of basing conclusions 
on a small sample, in this case on a small number of instances. He tells me 
that if we throw a penny in the air, there is as much chance of its coming 
down heads as tails He tells me further that if we toss a penny twenty times 
and it comes down heads sixteen out of the twenty times, this does nothing 
to alter the original statement that there is as much likelihood of its coming 
down heads as tails. He supports this statement by tossing the coin another 
twenty times and obtaining sixteen ‘tails’. The result of the first twenty 
throws is exactly reversed by the next twenty, and we have evidence to 
Support the original statement that a penny is just as likely to come down 
heads as tails. He now argues that if we made Jones and Robinson run 
another twenty quarter-mile races, we might be just as likely to reverse the 
Tesults of their first twenty attempts. 

. But what of our two boys Smith and Jones, and their respective ability 
in English? From our example of attempting to prove my point about the 
Superiority of Brown over Robinson as a quarter-miler, I might say: ‘Why 
not set the same English test to both boys, to discover who is the better?’ 
There are immediate objections to this. My colleague, who supports Jones, 
Suggests an ‘objective test’, in which the answers to questions consist of 
Single words placed in blank spaces. I object to this on the grounds that 
this is not a test of English. I suggest that both boys be set an essay anda 
comprehension test. My colleague refuses this, since he claims that the 
essay plus the comprehension test is not as fair a test of English as the 
Objective test. One of his reasons for this is that essays are marked sub- 
Jectively, or by impression, and that this is an invalid method of marking. 
The Objective test, he argues, has a mark scheme which does not leave room 
for personal interpretation. I still object that this argument is nullified by 
the fact that what my colleague claims to be an *objective test of English 
ability’ is not a real test of ‘English ability’ at all. 

The situation is now very complicated. My last statement that 'an 
Objective test of English is not a test of English ability at all' is another 
value-judgment. Furthermore, it attempts to contradict my colleague's 
value-judgment that 'an objective test of English is a fair test of English 
ability'. Neither of us has, in fact, determined exactly what we mean by the 
term ‘ability in English’. The fact that we both strongly support different 
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methods of testing such ability suggests that we have different ideas about 
its nature. Consequently, when we claim to be more objective, or more 
scientific by using the same sort of test for both boys, we are suggesting 
only that we apply the same measure to different things. This would have 
been like seeing whether Brown or Robinson climbed a thirty-foot rope 
faster in order to decide which was the better quarter-miler. When we made 
our original value-judgments about the ability in English of Smith and 
Jones, we assessed different things (ability in English, according to two 
different interpretations) by the same technique (value-judgments, which 
are really personal opinions). Now we attempt to assess two different 
things (ability in English, according to two interpretations) by the same 
method (objective test of English). However, since I do not accept that an 
objective test of English measures ability in English, we use two different 
techniques to test two different things, and there is no greater likelihood of 
our agreeing than there was originally. 

The only realistic conclusion, which we can reach is that it is a great deal 
more difficult to decide whether Smith is, in fact, better at English than 
Jones, than it was to determine whether Brown was a better quarter-miler 
than Robinson. By ‘decide’ we mean produce some form of measurement 


which will prove to the man who originally disagreed with us that he is 
wrong and we are right. 


KNOWING AND BEING SURE: EXPR 


ESSIONS OF OPINION: STATEMENTS 
OF FACT 


We have been concerned so far with the problem which we encountered in 
ue first chapter of this book, namely of finding ourselves in a situation 
Where we pose a question and arrive at an answer without being ‘absolutely 


^ ; 
Sure’ that we are Tight. We asked a question about the origin of the uni- 
verse and found that it wa: 


phic: require for our purpose, What we must 
appreciate is that statements of fact (which, TER, relate to know- 
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ledge) must not be confused with expressions of opinion (which do not, 
and cannot, in the same way relate to knowledge). If we accept that it is 
possible to know, we can say, as a statement of fact: ‘London is the capital 
of England'. If someone says that Birmingham is the capital of England, 
we are entitled to say that he is wrong. But when we say: ‘Peace is better 
than war', we are not stating a fact; we are expressing an opinion. It is, 
because of the nature of the subject, an opinion with which many 
would agree, and it is expressed in exactly the same way as our statement 
of fact that ‘London is the capital of England’. But itis not a statement 
of fact. 

People come to accept expressions of opinion as statements of fact for 
three reasons; firstly, because they agree with their own opinions, biases 
and preconceptions, secondly, because many other people, often ‘authority 
figures’, support them; thirdly, they are stated frequently and often per- 
suasively. This is nowhere more true than in the case of the indoctrinator. 
In Chapter 9, we saw that indoctrination has as its content not facts, but 
beliefs. The beliefs are repeated over and over again, until they become 
unconsciously accepted as being true. We are now in a position to appre- 
ciate that many beliefs are really value-judgments which have gained wide 
acceptance. 

We must distinguish between value-judgments which gain wide accept- 
ance, and those which those making them expect to gain wide acceptance, 
often on no stronger evidence than that they have wide application. When 
the pound was devalued, the Government expressed a value-judgment, 1n 
the same form as a statement of fact, which had wide application. They 
Stated that devaluation was in the interests of the country. Such a statement 
I5 emotive, since it seeks to convince. It is not a statement of fact, and could 
more accurately be expressed in the form: 'In the opinion of the Govern- 
ment, devaluation is in the interests of the country". In the light of available 
evidence, the Government had formed an (expert) opinion. 

But many people found through experience (empirically) that they were 
Worse off financially after devaluation. Prices rose and their wages bought 
less than they had done before. Their problem was to reconcile the dis- 
crepancy between the idea that devaluation was ‘in the inverests of the 
Country’ (meaning that the country would be better off) and their own 
experience that they personally were worse off. Yet they were, surely, part 
of ‘the country’. For most people, evidence from their own experience, 
which they can acquire by direct sensation, carries more weight than 
theoretical (but more general) evidence offered by someone else, although 
that someone else may be an acknowledged expert. Wider application of 
the value-judgment does not automatically bring wider acceptance. 

We can see a similarity here between the problem of devaluation and the 
Problem posed by the concepts of culture and curriculum (Chapters 6 and 
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7). There we saw that there was a general culture which had wide applica- 
tion resulting in a general curriculum which, again, had wide application. 
But at the same time we saw that there were many people from sub- 
cultural groups, both adults and children, who did not accept the general 
cultural values or the subjects of the general curriculum merely because 
they had wide application. We saw that the teacher was often placed in the 
difficult position of having to heal the breach between the general culture 
and the specific sub-culture from which their pupils came. 

In this case, a body of experts, like the government in the devaluation 
example, decided what was good for every’ 
judgment in the form of an‘is’ statement: 
from which they produced an ‘ought’ st 
must study a, b and c." 


We may combine ‘ought’ and ‘is’ statements, when the ‘is’ statement is a 
statement of fact, but not when it is merely a value-judgment with the same 
syntactical form as a statement of fact. In the latter case, we shall not be 
challenged, because the fact is widely accepted as well as widely applicable. 


In the former instance, we may well be challenged, because the statement, 
although widely applicable, is n 


Thus we can say: ‘London is 
fact), therefore ‘All chi 


one. They expressed a value- 
‘a, b, and c are good for children’, 
atement: ‘Therefore, all children 


there is no exact pa 


basing an ‘ought’ statement on an ‘is’ statement in the situation where we 


Say: ‘x, y, and z are good for children’ (an ‘is’ statement-value-judgment), 


therefore ‘Children Ought to learn x, », and z’ (an ‘ought’ statement based 
ona value-judgment). 


These ideas may come as something of a surprise to the reader. They 
may also prompt hi i 


*How great a part 
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a fact. It was based on an interpretation of the evidence available, and 
interpretations are not the same as facts. It was an expression of belief or 
conviction, but expressions of belief or convictions are not the same as 
facts, any more than education (in Chapter 9) was the same as indoctrina- 
tion, similar though they appeared to be in certain contexts. Two things 
may be superficially very similar without being essentially the same. 

Nowhere is the truth of this shown more clearly than in the realm of 
factual judgments and value-judgments. 

À The fact that O'Connor put forward a tentative rather than a categorical 
list of five aims showed that he appreciated very clearly the distinction 
between value-judgments and facts. He was not saying: "These are the five 
aims of education’ (statement of fact), "Therefore everyone ought to accept 
these as the five aims of education’ (‘ought’ statement based on an ‘is’ 
statement of fact). He is merely saying: ‘I have considered the evidence for 
what constitutes the aims of education. I have studied education very care- 
fully and have gained considerable expertise in education. As a result of 
this, I have prestige when I speak on education. Many accept me as an 
authority on education. Yet in spite of all these things, the following are 
the five aims of education only in my opinion (and in the opinion of other 
People qualified to speak on the subject). O'Connor is doing no more than 
expressing an informed opinion. 


INFORMED OPINION 


The danger now is that having made ourselves aware of the difference 
between fact and opinion and even between opinion and informed opinion, 
We shall go about rejecting almost everything. This would not be wise at 
all. Throughout our lives we regularly seek informed or expert opinion. 
Moreover we often make momentous decisions involving many thousands 
Of pounds as the result of such opinion. i 

Let us take a simple example. We wish to buy a house. After looking 
round a particular area, we find just what we have been looking for. We tell 
our friends that we have found a ‘dream house’ (value-judgment, not à 
statement of fact). One friend being wiser than we are, or at least thinking 
more clearly because he is less emotionally involved with the house, asks if 
We have had it valued and surveyed. We ask the reason for his question and 
he says: *You are so thrilled at finding the house that you want. that you 
have not stopped to ask yourselves whether the price which is being asked 
is too high, and whether it is structurally sound, free from dry rot, wood- 
Worm, etc,’ 

Our friend has a certain amount of evidence on W 
Pinion that we have not made such inquiries. It is quite 
Price is too high, because a seller often asks more than the hous 


hich to base the 
likely that the 
e is worth, 
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knowing that a purchaser will generally try *to beat the price down'. But we 
were so carried away by the sight of our ‘dream house’ that we never 
thought of trying to ‘beat the price down’. Similarly, we were so delighted 
at finding this ‘dream house’, that we never for one moment thought 
logically enough to imagine that there could be anything in it so ugly and 
destructive as dry rot. "e 

At our friend's insistence, because we have always valued his ‘opinion’, 
we approach both a valuer and a surveyor. We seek the informed (or 
expert) opinion of the valuer about the price being asked for the house, 
and of the surveyor about the structural soundness of the house. We give 
greater weight to the opinions of the valuer and the surveyor than to the 
opinion of our friend because they are better informed in these areas. 
They are experts; he is merely a well-informed layman. 

When the valuer and the surveyor make their reports on the price and 
structure of the house, each indicates that his report is an expression of 
opinion. They write *In our opinion the price which is being asked is rather 
more than the current market value of the property’, or, ‘Jn our opinion 
(sometimes ‘As far as we are able to tell from our examination’) the house 
is generally structurally sound’. 

No one appreciates more than a surveyor the importance of distinguish- 
ing between fact and opinion. If he were unwise enough to make a ‘state- 
ment of fact’ — ‘This house is structurally sound’ - and within the first week 
of our occupying it, the front wall fell down, we could take him to court. 
We could produce the written evidence of his statement of fact, and say 


that it was on this evidence that we had bought the house, and the sur- 
veyor could well suffer heavy damages. 


Surveyors have been known to be wrong, 
refuse to have a house surveyed before buyi 
on the expert opinion of a surveyor muc 
informed opinion. In other circumstance: 
relying on informed or expert opinion. I 


taurant and are given a large and complex menu, we may turn to the 
waiter and ask: ‘What do you recommend?’ The way we phrase our ques- 
tion shows that we are seeking an expression of opinion, not a statement 
of fact. If we required the latter, we would ask, ‘Which dish is best?’ But 
even then we would receive only a value-judgment, but the emphasis in our 
question is different. We pride ourselves, for some reason, on seeking expert 
opinion in this situation. A Possible reason is that we feel that it is ‘the 
done thing’ to ask the waiter for his opinion when we dine in expensive 
restaurants. By ‘doing the done thing’ we impress both the waiter and the 
guests who are with us. (The importance of ‘doing the done thing’ was 
considered in Chapter 6.) We consulted the valuer and the surveyor before 
purchasing a house, because we thought it was the sensible thing to do. 


but we do not, for this reason, 
ng it. We feel that we can rely 
h more than on our own un- 
S we even pride ourselves on 
f we go into an expensive res- 


The Concept * Value-Judgments' | 197 


But, in such matters as the curriculum, we are not so concerned with doing 
‘the done thing’, or doing the sensible thing, or even with consulting expert 
opinion. In such cases, we are often governed by those biases, prejudices, 
and uninformed preferences, which we have mentioned throughout this 
book. Herbert Spencer recognized this, when he wrote (2): 


“Men read books on this topic and attend lectures on that; de^ le that 
their children shall be instructed in these branches of knowleage and not 
in those, and all under the guidance of mere custom, or liking, or pre- 
judice; without even considering the importance of determining, in some 
rational way, what things are really most worth learning." 


This sentence is a crucial one, since it again raises the problem of curri- 
culum content and how that content shall be decided. In the early part of 
the quotation, he reminds us of a point we have stressed frequently, that 
many decisions, including momentous ones, can be and often are made as 
the result of prejudice and bias or through unthinking acceptance of 
tradition. He ends by reminding us of a point that we have frequently 
Stressed with equal force, namely, the importance of making decisions on 


Tational grounds if they are to be accepted by others and justified by 
ourselves, 


INDIVIDUAL AND GENERAL VALUE-JUDGMENTS 


We have thus reached a most interesting point in the development of our 
ideas about value-judgments, a point at which it is important to draw 
together the main threads of the argument before proceeding further. 
Firstly, there are two basic types of value-judgment; those which affect 
Only a particular individual, and those which affect a large number of 
People. In the first category comes the individual preference for coffee 
rather than tea at breakfast-time. Whether we have coffee or tea is of little 
Concern or importance to anyone else. In the other category come those 
Statements which say that devaluation will ultimately be good for the coun- 
'ry's economy and similar pronouncements. 

In the first type of value-judgment, we do not trouble to bring evidence 
to substantiate our choice. Indeed, the judgment is so personal that the 
only individual really concerned is the one who makes the judgment. There 
is no reason why he should attempt to convince himself. He has in the past 
tried both coffee and tea as breakfast drinks, and, as a result of, or on the 
evidence of this experience, he prefers coffee. 

In the other type of value-judgment it is usual to give reasons or to 
Present evidence to support it. It is not always possible, however, to con- 
Vince all the people affected by the results of the value-judgment of the 
Correctness of the judgment or of the advisability of the measures taken as 
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a result of that judgment. The evidence of experience may convince some 
individuals that both the value-judgment and the measures based on it are 
wrong. 

But this is not strictly true. Neither the highly personal and unimportant 
value-judgment, nor the general and highly important value-judgment is a 
‘fact’. Consequently we cannot say that it is wrong in the same way that we 
can say that the statement 2 + 2 — 5 is wrong. We can only say that the 
evidence of our own experience does not support the idea that coffee is 
better than tea as a breakfast drink, or that devaluation will ultimately 
benefit the country's economy. 

The third step in the argument is that, although we can allow individuals 
to decide for themselves whether they drink coffee or tea for breakfast, 
since there will be no general harm or general good depending on their 
decisions, we cannot allow any individual to decide whether devaluation 
should or should not take place. In this type of situation, the opinion must 
be informed opinion. The decision must be made by people in authority, 
whose opinions are well informed, so that there shall be uniformity. If 
individuals are allowed to wrangle over the point among themselves, put- 
ting forward individual value-judgments which are little more, in most 
cases, than uninformed opinion, the result will be a decision which is 


certainly arbitrary and possibly even dangerous for a great number of 
people. 


VALUE-JUDGMENTS AND THE CURRICULUM 


If we relate these factors to Spencer's Statement, we can see he is saying that 
we cannot afford to have our curriculum decided according to the whims 
and fancies of individuals, some of whom may be well-informed and some 
not. Itis bad enough to have decisions made for us as the result of informed 
opinion, but far worse to have them made as the result of uninformed 
opinion. 


Moreover, if we look at the history of education and curriculum content, 


we find that many ‘authorities’ have, in the past, dogmatized about the 
content of the curriculum. They have delivered value-judgments as if they 
were factual statements, and have often made ‘ought’ statements without 
giving any more evidence than that ‘we, the Authority, say so’. When 
people are allowed to do this sort of thing, education possesses a stable 
curriculum but often ceases to be education because of rigidity, narrow- 
ness, and dogmatism. In Chapter 9, we saw that the last three words may 


be characteristic of indoctrination rather than of education. They are 
certainly characteristics of poor teaching. 


The truth is that, even in the m 


1 ost authoritarian times, for example the 
Middle Ages or the time of the Je 


Suits, the content of the curriculum was 
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never decided by anything stronger than informed opinion. We do not say 
that: ‘These subjects must be the curriculum because they are, in fact, the 
most important.' We can only say that ‘these subjects are (according to 
informed opinion) the best’. When value-judgments in this particular area 
become confused with facts, there is always a predictable course of events. 
For a long time there is stability in the curriculum. Then something 
happens outside education of great importance, such as the Industrial 
Revolution or the rise of modern Science, and people begin to think for 
themselves. They begin to see weaknesses in the curriculum content and 
flaws in the arguments which support the inclusion of those subjects. There 
is then a violent protest and a new content is produced. Alternatively, the 
revolution may be in teaching method rather than in curriculum content. 
We have recently seen a bitter attack on ‘formal, traditional methods’ of 
teaching and the substitution of ‘progressive’, or ‘non-directive’, methods. 
More recently still, there has been a severe onslaught on non-directive 
methods by eminent authorities capable of expressing extremely well- 
informed opinions (3). 

Value-judgments, then, are the only things on which curriculum content 
can be decided. But this does not mean that there is no justification for 
Saying that ‘this and this shall be the curriculum’. If we made invalid all 
decisions taken on the strength of value-judgments, life would come to a 
Standstill. We ourselves have stressed (and we have seen that Spencer also 
Stresses it) the need for rationality, for the weighing of evidence as objec- 
tively as possible. The traditional curriculum became established when 
Certain authorities decided in their own interests what that content should 
be. The ‘child-centred’ protest against this traditional curriculum was 
equally devoid of balance and rationality. It exaggerated the importance of 
the child in order to make its point. The rational approach, and the one 
which Peters uses as his criterion for the inclusion of an area of study in the 
curriculum, is the intrinsic value of the subject itself. The things of the 
academic interpretation of culture’ are the things which have intrinsic 
value, and are worth studying for their own sake. They have a usefulness, 
but it is an indirect one, namely, of developing sensitivity, appreciation, 
and rationality in those who study them, as distinct from that direct useful- 
ness which equips one for a certain trade or profession. Such areas of 
study enable the individual to develop cognitive perspective, and to live a 
more balanced and beneficial life both for his own ends and in the interest 
of other people. 

The value-judgment which says that these things are intrinsically valuable 
°F good is not an arbitrary one, even if it is not a unanimous one. It is not 
made to further the interest of the people who make it, but is made in the 
belief that it will benefit those who follow it. The evidence available to the 
informed minds capable of interpreting it is that these areas of study are 


200 / The Philosophy of Education 


the ones best suited to benefit those who study them. Within pie ae 
other informed minds are entitled to say that, with certain s e 
i i subjects is better than another. 
society, one method of teaching these subj 3 ee and 
this reason, the Newsom Report (4) suggests that with the ^ rdi 
below-average ability groups, less academic approaches to zu gpl 
study which figure in the academic curriculum are better. : dide: d 
wording, such a value-judgment indicates that the interest of t d vod 
uppermost in the minds of the people who make it. They are atte d ha 
strike a balance and maintain a harmony between the teacher a ies 
learner, between the teacher and what is taught and between the le nie 
and what is learned, so that the claims of none of the three is ips 2 
at the expense of the other two. The value-judgments are not ma ta 
vacuum. They are made as the result of experts weighing the evi e 
available, and are thus made on rational rather than on arbitrary ae s 
Because of this, the decisions about curriculum content and eem 
method in the most important cases resemble the value-judgments ma! d 
the valuer and the surveyor in our imaginary house-purchase pipe 
It is this argument that should be put forward when people ask by wre 
Tight authorities ‘impose’ a curriculum content. It is much more i 
for informed opinion to decide what is good for sub-cultural groups oe 
the best method of teaching them that content and showing them how s 
why it is good, than it is to allow the sub-groups to decide arbitrarily juna 
is good for themselves. In this case the opinion on which they would ? ü 
their value-judgments is singularly uninformed. If the individual fee d 
value-judgment - that he would be better off not studying mathematics ae 
English literature, there is no guarantee that he is right. It is not the ne E 
thing to say that A feels that such a study is useless for him, as to say (à M" 
statement of fact) that it is useless for A to study so-and-so. In the kan e 
the curriculum, as in the area of choosing food and wine for E d 
buying a house, there is a greater probability of informed opinions vea 
right than there is of uninformed opinions being right, or (if we W!S 


i i in vi 2 : er or 
avoid the word ‘right’ in view of what we have already said) being bett 
more convincing. 


INFORMED OPINION AND EDUCATIONAL PHILOSOPHY 
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curriculum. Because it does not have facts of its own but processes the facts 
of other disciplines, itis not given to pontificating but to expressing opinions, 
not given to laying down rules but establishing guide-lines. 

In its critical role, philosophy, and consequently educational philosophy, 
examines the data it gathers on rational grounds, sifting it and deciding 
what is valuable and what valueless. Acting in the present, it assesses the 
past and attempts to look into the future to present a unified picture. Then, 
in its normative role, it attempts to establish norms or standards in the best 
interests of all concerned. 

i For this reason, it is often appropriate to express the function of educa- 
tional philosophy (or educational theory) and the relation of theory to 
practice in the form ofa metaphor. Metaphors, by their very nature, cannot 
be categorical factual statements, for the simple reason that they must not 
be taken literally. Thus, we find such metaphorical expressions as: ‘Educa- 
tional theory (or philosophy) is a lamp which guides the feet of practice’ or 
‘Practice without theory is blind, theory without practice is lame.’ We 
cannot take these as factual statements or act upon them as categorical 
imperatives. (So-and-so is true, therefore, everyone must . . .) Instead, we 
must examine the appropriateness of each metaphor and decide why it is 
used, At once we are required to behave rationally. By not expressing an 
idea directly, the metaphor makes it impossible for us, if we are thinking 
People, to confuse it with a statement of fact. 


VALUE-JUDGMENTS AND AUTHORITATIVE FIGURES 


Value-judgments, then, play a very large part in our lives. They also appear 
frequently in education. They entail opinions and beliefs, even beliefs 
fervently held by large numbers of people. If we can show to our own 
satisfaction that there is substance to the opinion or the belief, there is no 
harm in our accepting the value-judgment. But we must beware that we do 
nok use value-judgments in the way that the religious fanatic, eager to make 
doorstep conversions’, attempts to use scriptural texts, taken completely 
ten Context and repeated dogmatically and categorically. So often, by 
behaving in this way in education, we not only hide the truth of the value- 
Judgment, we also turn people, perhaps for all time, against the idea con- 
tained in the value-judgment. Such a value-judgment as *A cultured man 
eres Shakespeare’ may be stated with such bigotry that it turns the hearer 
against both the idea of a cultured man as well as against Shakespeare. 
Value-judgments can be cryptic and forceful, as this one is, but the more 
‘typtic and forceful they are, the more carefully they need to be handled. 

hi best way to use value-judgments, and especially the most dogmatic, is 
et Blve convincing reasons in support of the statement. We must not 
believe, like the Bellman in the Hunting of the Snark, that *what I tell you 
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three times is true’. If one is entitled to make the value-judgment "Shake- 
speare is good' others are entitled to remind the speaker of what a king of 
England (5) said to the contrary: 'Shakespeare is pretty poor stuff, really, 
but it is not “the done thing" to say so’. Both sides have made value- 
judgments; neither side has stated a fact. Each side has phrased its value- 
judgment strongly. It is the duty of both sides to bring evidence in support 
of their claim. The fact that the person who makes the first claim is one who 
is vested by society with the authority of a schoolmaster, does not auto- 
matically make him an authority on Shakespeare. When he makes his 
claim, he may be doing no more than passing on to a group of children 
Something which his teachers passed on to him. He may have accepted it as 
a statement of fact and may be handing it on similarly as a statement of 
fact. He must be prepared to defend the statement if there are those in his 
audience who do not accept it as readily as he did at the same age. 

Conversely, the fact that the contrary value-judgment was made by an 
English monarch, a figure of great authority, does not automatically make 
it any more justified than if it had been made by the man in the street. 
Neither is necessarily an authority on Shakespeare. Consequently, each, if 
he is to be convincing, must give reasons for his opinion. A 

In an earlier chapter, we saw the important contribution of Leibniz to 
philosophy. Leibniz found flaws in the syllogistic reasoning of Aristotle (6) 
but, because Aristotle was so venerated as an authority (even in some 
quarters as the supreme authority) in matters of logic, Leibniz refrained 
from exposing the flaws. Subsequently other people showed that Leibniz 
was correct, and that, in spite of Aristotle’s authority and his undeniable 
eminence in logic, there were flaws in his system. 

Blind acceptance of value-judgments because of the eminence of the 
person making them, often .weakens that person's position and robs the 
statement of its importance. Unthinking people turn the judgment into à 
slogan which is bandied about to no other effect than to bring it into dis- 
credit. For similar reasons, many words in the English language, such as the 
adjective ‘great’, cease to have any meaning because they are misused sO 
frequently. Similarly many important statements lose their force because 
they become clichés. Nowadays, if we quote the old saying, ‘To teach John 
a subject, we must know John as well as the subject’, we are unlikely to 
receive any response but laughter. Yet many eminent writers have written, 
and are currently writing at great length, without saying anything more 
profound than the writer of this apophthegm, which frequent and thought- 
less repetition has made hackneyed. 

We have stressed a number of points in this chapter be 
important in themselves, and also because this is the first chapter in a 
trilogy. The points at issue have an important bearing on the concepts 
analysed in the other two chapters, namely values and morals, The fact that 


cause they are 
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these same points have thrown further light on the concepts in previous 
trilogies is further evidence of the interrelatedness of concepts within the 
family of education, and of the folly of attempting to study any one in 
isolation from the rest. 


NOTES AND REFERENCES FOR CHAPTER 10 


l An Introduction to Philosophical Analysis, J. Hospers. For other references 

to this book see notes and references for Chapter 4, Section 17 and Chapter 
12, Section 4. 

Education, Intellectual, Moral and Physical, Herbert Spencer. (See also notes 
and references for Chapter 1, Section 20. 

The reference here is to the Black Paper; see also notes and references to 

Chapter 4, Section 9 and the subsequent articles in such papers as the Daily 
Telegraph, expressing the views of such eminent educationalists as Sir Cyril 

Burt and Stephen Wiseman. 

Entitled *Half Our Future'; see also notes and references for Chapter 4, 

Section 28. 

The statement is attributed to George III after reading King Lear. 

Those who are interested in learning more about Aristotelian logic should 

consult the appropriate chapter in Bertrand Russell’s A Histery of Western 

Philosophy, to which numerous references have been made throughout this 

book. Those readers who undertake such a study might care to assess 

Whether they find the content of philosophy easier to understand now, after 

gaining more experience in the subject, than they did when they were referred 

initially to Russell. 


Chapter 11 
The Concept ‘Values’ 


Throughout this book there have been many implied references to values 
in education as well as explicit mention. In Chapter 2, when we considered 
Peters’ three criteria, we found that education involved the transmission of 
what is worthwhile, or what a particular society values so highly that it finds 
it important to pass it on to each succeeding generation. i 

Since education is the medium through which society transmits what T 
finds valuable, the content of education can be defined as ‘a set of values 
Thus, when we examined the curriculum, the content of that formal 
education which the school, acting on behalf of society, transmits, we were 
again involved in a discussion of what is valuable. We found that education 
is concerned with beliefs as well as with facts, with norms or standards as 
well as with training. 

But we have also seen throughout this book that many of the terms 
which represent concepts within education are nebulous. We specifically 
said this about indoctrination (Chapter 9). There, the term was nebulous 
because many people do not wish to come to grips with it, because of the 
unpleasant connotations which the word has for them. In the case of 
education and, indeed, in the case of values, the terms remain nebulous 
because we know ‘vaguely’ or ‘roughly’ what they mean, and, as a result, 
never discipline ourselves to ask what exactly they mean. 


ABSOLUTE VALUES 


We found it useful, in Chapter 3 where we analysed ‘training’, to add cer- 
tain adjectives to the term which, by qualifying it or limiting it, gave us à 
clearer starting-point for our analysis. It was much easier, we found, tO 
grasp the idea of ‘vocational training’ or of ‘physical training’, both of 
which are fairly specific activities, than to understand the general concept 
of training. Similarly, with values there are two limiting adjectives which 
we can add, one of which is familiar, the other less so. Most readers will 
have heard of ‘absolute values’, some may have heard of ‘pragmatic values’. 
By contrasting these two types of values we Shall begin to think more 
clearly about the general term ‘values’. 

In Chapter 5, we contrasted externally imposed aims of education, 
illustrated by the metaphorical use of ‘aim’ as a ‘target’, with the intrinsic 
aims of education. By intrinsic we meant characteristic features which 
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were within the process of education itself. Because the transmission of 
what is worthwhile is intrinsic in education, we are fulfilling one of the 
main aims of education when we do just that. We do not think, here, in 
terms of aiming at a distant target. Indeed, we are not consciously aware 
of having and fulfilling an aim. 

If we understand the above distinction, we have gone a long way towards 
understanding the terms absolute and ‘pragmatic’ (sometimes replaced by 
the word ‘instrumental’). Again, if we think about what we said on 
the subject of conditioning in Chapter 9, we shall eventually find that the 
distinction which we made there between classical conditioning, where the 
Situation was completely under the control of the experimenter, and 
instrumental conditioning, where the stimulus at least was not under the 
complete control of the experimenter, will help us to understand the 
difference between our two types of values. 

The word ‘absolute’ is derived from Latin (1). The ideas of Plato were 
absolutes, because they represented true reality, had universal validity, and 
Were unbounded by time and space and all the limitations of the finite 
Physical world. These ideas were the ultimate reality from which applied 
knowledge was derived. Thus a bed on which people sleep in the physical 
World was based on an ultimate idea. It becomes clear immediately that we 
are speaking about that world which we described in Chapter 1 as meta- 
Physical, that world which lies outside what we can perceive through our 
Senses. The ideas in this metaphysical world were the source of all true 
knowledge for Plato. 

These views of Plato are presented in the famous Allegory of the Cave (2). 
Here Plato contrasts reality, or true knowledge, with opinion, or applied 
knowledge, Which is used in a particular situation and which possesses no 
universal validity. Only his Guardians (the philosopher kings) were able, 
through their education, to penetrate this metaphysical world and compre- 
hend reality. For the rest of the citizens (the artisans) there could never be 
any understanding of reality but only 'shadows' of reality. Their under- 
Standing of reality was to be nebulous, hazy, imperfect. But, just as there 
can be no shadows without light, so there can be no shadows of reality 
Without reality itself. Reality was the light of the mind that was capable of 
Understanding it (the philosophical mind) and the provider of approxima- 
tions to reality for those whose minds could not accept the light itself. 

. This may seem far removed from everyday life, but we can illustrate the 
idea bya very simple example from schooling itself. We do not think that 
itis very remarkable if a child in school draws a triangle. The infant school 
child is able to do this free hand, although the finished product is not very 
impressive by adult standards. Later, in the junior school, he uses a ruler 
and produces a much more impressive-looking triangle. The sides are now 
Straight, the ends of the lines meet neatly, and so on. But, the best that we 
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can say is that the child, to improve his drawing of a triangle, has mastered 
the elementary skill of using a ruler. This is no more impressive than his 
mastery of a number of other physical skills. But, later still, at the secondary 
School level, this same child shows tremendous promise in mathematics. He 
is able to solve complex problems in Algebra and Geometry. To do this he 
must clearly have developed mathematical concepts or ideas. Anon 
there will be the concept or idea of triangularity, of the properties o 
triangles, and so on. All that he achieves with pen on paper in mathematics 
is the result of the mathematical ideas or principles which he has coe 
These principles are absolute; they are not bounded by space and time. E 
our budding mathematician goes to China, the same overall principles w! 
apply. When he uses Fuclidean Geometry, he is applying principles many 
hundreds of years old (3). Even when he comes to those areas of mathe- 
matics which are compaatively new, he is still dealing with absolute prin- 
ciples derived from the earlier basic principles. 7 

We can see at once that this is much more impressive than his earlier free 
hand drawing of triangles, or his subsequent improved drawings ed 
angles with a ruler. The reality for the mathematician is not the physica 
Skill of drawing triangles, or of writing numbers on a sheet of paper. a 
him reality is understanding the absolute principles of mathematics uu 
subjecting all his mathematical behaviour to those principles. The g0° 
mathematician never abandons his (mathematical) principles, or seeks s 
behave independently of them. If he does so, disaster (in a mathematica 
Sense) results. 1 

It was this connection between absolute ultimate reality and d 
which we saw was responsible for the development of the idea of ae 
education. We have already said that absolutes are infinite, unlimited, an 
unbounded. Therefore, the mind that is capable of understanding absolutes 
must be unbounded; it must be unlimited; it must be free. The mind which 
comes to understand absolute principles of reality has received a liberal d 
liberating education. It has come to know those values which are eterna 
and which, Socrates claimed, are the unfailing guides to right conduct. 
Absolutes, in the philosophy of Plato, are called ideas and possess philo- 
Sophical content, which is devoid of the shadows of reality, the best that 1$ 
available to the masses. The élite (the Guardians), by firmly pursuing these 
ideas and subjecting their whole life to this pursuit, become free. Principally 
they become free from error, especially that error of mistaking the shadow 
for the substance. Similarly the Christian faith teaches that subjection to 
the will of an Absolute Being liberates men from the chains of sin. This idea 
is summed up in the phrase ‘Whom to serve is perfect fre 

Kant (4) believed in an absolute as the guide to mor; 
imperative, e.g. ‘Do good’, demanded absolute obed 
good is absolutely reasonable. Socrates had said that 


edom’. 

ality. His categorical 
ience, because to do 
‘virtue is knowledge’ 
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and that *no man does wrong willingly'. By this he meant that if a man 
knows the difference between right and wrong, because he is a rational 
creature he will choose to do right. To do right is rational, to do wrong is 
irrational. Therefore all that we need to do to ensure right conduct is to 
ensure that all men know the difference between right and wrong. Kant's 
justification for the idea of the categorical imperative is similar. We do 
Bood for its own sake, because to do good is eminently reasonable. 

The Ten Commandments were also categorical imperatives. After 
beginning with a positive imperative, ‘Thou shalt love the Lord thy God...’ 
they continue with a number of negative imperatives ( Thou shalt not kill, 
steal, commit adultery’). It is possible to argue that we ought to obey these 
Commandments or categorical imperatives because to do so is absolutely 
Teasonable. The Children of Israel, however, were constrained to obey 
them because the Voice of God had spoken them to Moses. 

We shall see later that there is an important difference between the 
authority of Absolute Reason, and the Voice of God, which has great 
Significance for the teaching of morality and for the answer to the question: 
“Can we separate religion from morality and teach morality in those schools 
where it is not permitted to teach religion?’ We shall see that, in such 
Schools, it is possible to justify moral imperatives by reference to the 
authority of reason (secular authority) but not by reference to religion, 
God, punishment in the hereafter, and similar ideas (religious authority). 

ve may use natural authority or give physical reasons, but we may not 
give supernatural (5) reasons. 

The philosophy of Plato and the Christian religion are forms of idealism. 
Both postulate that man’s life is an upward striving. The Christian looks 
towards God, the Greek towards the metaphysical ideas (or absolutes) of 
Goodness, Truth, Justice, Beauty, etc. Both Plato and Christians share the 
belief that reality is beyond the confines of time and space. Both believe 
that man has a physical and a metaphysical self, the Christians in a strictly 
Teligious sense. The idealist, as an educator, believes that the metaphysical 
OF spiritual element in man’s make-up is more important than his physical 
Self or body. There is a great deal in common between the idealist educator 
and St Paul. St Paul talks of the ‘prison of the earthly body’ which tem- 
Porarily encloses the soul, while the educator asks such questions as ‘why 
does the mind have a body?’ 

We have already seen the connection between absolutes and authority (a 
concept which we shall examine further in Chapter 13). For the idealist, 
absolute values are the supreme authority, because they represent the 
ultimate reality. The authority of absolutism plays a large part in establish- 
ing tradition. It does so in the following way: Absolutes control all our 
behaviour. They are as far removed from criticism, from being defied or 
denied, as they are from our physical surroundings. These absolutes are the 
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authority for all that men do, and consequently control all men's adc 
They make the same demands on all, and all who respond to those pe e 
do so in the same way. We therefore begin to see the emergence o cis 
haviour patterns in conformity with absolute demands, and these patte 
are perpetuated by generation after generation. rte 
In education, the absolutes determine the content. In the case sd is 
absolute authority of the medieval church, the content was narrow an ime 
purpose single and simple. Because of the absolute control of the ed 
authority, there is neither change nor apparent reason for change. ak 
method of transmitting the content is highly formal and inflexible. ae of 
ism (6) is the name given to that process of transmitting a set body i 
knowledge and a set system of values which stresses form rather than The 
tent — rules in mathematics, and grammar and syntax in languages. di- 
development of the individual depends on the preservation of this tra 
tional content and value System. A and 
In Chapter 6, we saw that a body of people determines this content x4 
value system. Their right to do this rests on their possession of inform : 
opinion, in the light of which they make value-judgments. These m 
accepted as values because of the authority which this body of people hé 
informed opinion possesses. The few with informed opinion determine ei 
values for the majority. It is this idea which has reslted, from the days " 
Plato, in the establishment of the authority of an élite. Their control ! 


absolute, and the only method of change is rebellion against their absolu- 
tism. 


ABSOLUTES AND METAPHYSICS 


The basic difficulty 
that the majority o 
reminds us, Kant sa 
even when they ar 
dictory once it ven 
reality. 

If the intellectually gifte 
rience greater confusion. Li 
boundaries of opinion, and 


posed by absolutes existing in a metaphysical world D 
f people are unable to understand them. As Ayer ( 

id that the understanding which human beings possess 
€ intellectually gifted, becomes confused and ope 
tures beyond physical human experience in search © 


d become confused, the less gifted must pii 
ke Plato's artisans, they cannot pass beyond th 


they have to rely on the interpretation of reality 
Which is provided by authority. They cannot experience reality for them- 


selves. But authority can only convey ‘ideas of reality’ to the masses by the 
use of language, and we have seen throughout this book that this very 
Process has caused untold difficulty throughout history. Unable to under- 
Stand the reason for what authority says, the average man can only accept 
and follow, as long as he remains submissive, or Teject and rebel as soon 
as he ceases to be submissive. He then begins to demand reasons for what 
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authority says. In the early Middle Ages, people accepted religion through 
faith; for long they remained submissive to the authority of the Church. 
But by the time of St Thomas Aquinas (8), men had begun to ask questions, 
and the ‘logic’ of Aristotle was required to justify the claims which had 
previously been made in the name of faith. c 

The problem of a metaphysical world and of absolute values, thus is 
familiar in structure and content. It involves what is possible in terms of 
logic and what is possible in terms of language. But there is a further 
difficulty which involves both logic and language. Not surprisingly it was 
recognized by Wittgenstein, whose development of linguistic analysis we 
have already considered (9). He said that while it is all very well to say that 
we cannot understand what lies beyond the ‘sense world’, and that we 
must limit our investigations to that world, how do we know where the 
line between the sense (or physical) world and the metaphysical world lies, 
if we do not know and understand the metaphysical? This is similar to 
asking how a man, who has no idea of the meanings of the words ‘land’ 
and ‘water’, can say that the land ends here and the water begins here. 

We need not pursue this argument further. However it was most im- 
Portant to state the problem for a number of reasons. We needed to show, 
for instance, that in the problem of values, at least as far as absolute 
(metaphysical) values are concerned, we are once more confronted by a 
Problem of terms and their use and meaning. Again, if we require people to 
accept absolute values, and they refuse to accept them on authority, there 
are then only two ways of convincing them of what we believe to be the 
truth. The first way is by reason or logic. But logic also involves the use of 
words. The second method is to convince them, as we convinced ourselves 
(in Chapter 1) that the sea was warm by testing it. In the field of values we 
must let people test values for themselves and come to their own con- 
clusions. This is a most important point to which we shall return in a 
moment when we examine ‘pragmatic values’. 


ABSOLUTES AND CLASSICAL CONDITIONING 


Earlier in this chapter, we said that by understanding the essential difference 
between classical conditioning and operant or instrumental conditioning, 
we should receive some help in understanding the difference between 
absolute and pragmatic values and the basic ideas underlying them. We 
can, therefore, conclude this consideration of absolute values by reminding 
Ourselves of the nature of classical conditioning. We are not saying that the 
two are identical, but we are looking for basic similarities. 
In the Pavlovian experiment, the stimulus was completely under Pavlov's 
Control. As the stimulus determined completely the dog's response, we can 
ay that its behaviour was completely controlled by Pavlov. To ensure that 
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the dog's attention became riveted on the stimulus, Pavlov strapped it in a 
harness so that the dog could not roam about the experimental laboratory 
and ignore the stimulus merely because it did not see it. . 

The dog could make typical responses other than salivation when it saw 
the food. It could wag its tail or it could bark, but Pavlov regarded these 
reactions as irrelevant, He was solely concerned with what he could 
measure. He was concerned only with the drops of saliva, which the dog 
emitted automatically. t 

Finally, what the dog was conditioned to perform was extremely limited. 
It first associated the meat With a bell. On a number of occasions the dog 
heard the bell at the same time that it received the meat. After a while, it 
began to respond to the bell as it had previously responded to the meat, i.€- 
by salivating (10). The response did not vary; it was the same response. 
Pavlov would not allow Such words as ‘think’ and ‘learn’, so we cannot say 
that the dog behaved "thinkingly" in either situation or even that it ‘learned 
to salivate at the sound of the bell. In Chapter 9 we saw that, although 
conditioning may be a Part of teaching and being conditioned may pe 
Part of learning, we cannot equate teaching with conditioning or being 
conditioned with learning. 

The behaviour of the dog, then, is limited and stereotyped. If the bell to 
the dog appears as nothing more than another form of meat there is nO 


area which we have just begun to study. 

Absolute values, as we have seen, are often connected with an authority. 
The authority, sometimes an elite has prestige and status. It is in a position 
to command and demand respect and obedience. In the hands of an 
absolute authority, absolute values can become like the stimuli which 
Pavlov controlled so completely. We can require a Person to associate 
certain courses of action with certain absolute values, We can require 
Someone to behave or respond in a certain way, because that way is deter- 
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mined by absolute goodness. Once this response to a stimulus has been 
established, it is only necessary to show that absolute obedience, or any 
other absolute, is similar, in order to obtain a similar response or form of 
behaviour. Once the individual has become accustomed to responding in a 
Particular way to one absolute, he can, by simple association, respond in 
the same way to all absolutes. He will respond automatically, in much the 
Same way as Pavlov’s dog responded automatically, first to the stimulus of 
the meat, and, later, by association, to other stimuli. We must remember 
that the dog had no control over the act of salivating, since it was a reflex 
action. In order, however, to concentrate his attention on the stimulus, he 
Was strapped in a harness and denied his normal freedom. h 

As we have seen earlier, the ideas and edicts of indoctrinators are equi- 
Valent to absolutes. The individual has little alternative but to respond to 
them in the required way, since all alternative responses have been rendered 
almost impossible by the process of indoctrination. The nature of the 
authority which puts forward the edicts is sufficient to remove from all 
individuals both the ability and even the desire to act spontaneously. Their 
behaviour becomes what we called earlier an ‘inculcated automatism’, per- 
formed unthinkingly. In terms of the third criterion of Peters, the subject 
of the indoctrination is denied both wittingness and voluntariness. It is for 
this Teason that the process of indoctrination is not educational. Instead, it 
I$ morally objectionable. 


ABSOLUTES AND TRADITION 


We have already suggested a connection between absolutes and tradition. 
Absolutes result in a conservative way of life characterized by ‘stability’, 
pe Conservative way of life characterized by stability is a traditional way 
ot life. 

While Socrates and Plato were anxious to maintain stability in a state 
which was threatened by instability from outside, a threat to stability 
appeared inside the state as well. This came from the sophists (12), who, 
for Payment, undertook to teach, a task usually entrusted to slaves, or to 
leisured people who took no payment. Moreover, what they undertook to 
teach for payment was practical, applied, vocational training, to meet the 
changing demands of the times. As Athens became an imperial power, she 
Was compelled to learm ‘imperial skills’ which could not be provided by 
disinterested (liberal) education. The old, conservative, traditional, abso- 
lute, aristocratic outlook, typified by Plato, could not deal effectively with 
changed demands. Innovation was dangerous and Plato, in the Laws (13), 
makes every effort to prevent innovation in education. It is for this reason 
that innovation became synonymous with a dangerous threat to social 
Stability, just as, in the Middle Ages, Greek became the language of heresy, 
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a threat to the absolute authority and traditional stability of the Church 
(14). 

Moreover, Socrates believed that if one absolute was challenged, all 
could and would be challenged. Thus absolute morality would be replaced 
by the ‘morality of expediency’. Men would do right, not in accordance 
with the demands of a criterion of absolute right, but because it was 
expedient (15) to do so. They would do right, because they found that in 
certain circumstances it was more to their advantage to do right than 
wrong. But if it was possible in some circumstances to find it more benefi- 
cial to do right than wrong, it was also possible to find circumstances 
Where it was to one's advantage to do wrong. We have now moved from an 
absolute criterion which applies in the same way to everyone, to a criterion 
which is peculiar not only to particular circumstances but to particular 
individuals in those particular circumstances. It is possible for my neigh- 
bour and me to find ourselves in the same problem situation. He finds it to 
his advantage to do wrong; I find it to my advantage to do right. We both 
actin a way advantageous to ourselves without any regard for the interests 
of the other. Neither of us has the least concern for other people. It appears 
that we are passing from a situation where there is one set of rules which 
applies simply and rigidly to everyone, to a situation where each individual 
discovers one set of rules which, because they work for him, are the ones he 
accepts as governing his behaviour. It is not difficult to see that, to Plato, 
this appeared to be little better than anarchy. 


ABSOLUTES: IDEAS: REALITY 


Plato believed that ideas are reality, that reality resides in generalizations 


in a metaphysical world. But another famous Greek philosopher took the 
opposite view. Aristotle believed that particulars represented reality. To 
take a simple example: Plato would say that the word ‘cat’ represented 
reality, and that ‘the black four-legged animal with a shiny coat and green 
eyes which walks about my garden purring’ is only a very imperfect re- 
presentation of reality. It is a shadow of the real thing. Aristotle, a bio- 
logist, maintained that ‘the black four-legged creature with the shiny coat 
and green eyes, which walks about my garden purring’, which I, and every- 
One about me, calls a ‘cat’, is reality. It is tangible. We can know it through 
our senses; we do not require logical proof of its existence. If I say, ‘That 1$ 
a cat’, no one is so bewildered by my verbal subtlety that he fails to under- 
stand what I mean. Moreover, I can even say ‘Cat’ out of the blue to anyone 
who has ever seen a cat, and, provided he speaks my language, he knows 
quite clearly what I am talking about. 

For Aristotle, the term ‘cat’ is merely a generic term (16). It does not 
have any real meaning in isolation from individual members of the cat 
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family. It is used to refer to lions and tigers, to Persian cats and Siamese 
cats, to leopards and cougars. It is much easier to say, ‘The cat family’ than 
to say, ‘Persian cats and Siamese cats, and tigers and leopards and cougars 
and . . .' For this reason (namely convenience of reference), says Aristotle, 
man has invented such generic terms as ‘cat’. 

During the Middle Ages, controversy raged as the result of the differences 
in interpretation of the word ‘reality’. The Platonists said that the term 
‘cat’ represented the reality. These people were called ‘realists’, because 
they believed that the terms were reality. They were also called ‘universal- 
ists’, because they believed that universal ideas (the term ‘cat’ is one) 
represented reality. 

Their opponents, the Aristotelians, followed Aristotle's interpretation of 
reality. They were called ‘nominalists’ (17), because they believed that the 
term 'cat', far from representing reality, was merely a name given to a 
particular animal. They were also known as 'particularists', because they 
believed that reality lay in particular objects, not in universal ideas. 

We can now see which sides the two schools of thought would take. The. 
Platonists would defend absolutes, being ‘universalists’ and ‘realists’. The 
Sophists would accept Aristotle's ruling, defending individual objects and 
Particular instances. They would be ‘nominalists’ and ‘particularists’. The 
man who came to a sophist saying that he wanted to build a ship, would see 
NO connection between his request and an idea or universal concept of a 
Ship. Nor would the sophist. He would say to himself: ‘Here is a particular 
man with a particular need. He wants to build a ship, of which there are 
different types and different sizes, and ships which serve different purposes." 
Of the man, he would ask: *For what purpose, my friend, do you wish to 
use your ship? To carry cargo? Splendid. Will your cargo be carried along 
the coast or across the open sea, for the same boat will not serve both 
Purposes?” By such questioning the sophist would determine exactly what 
this particular man’s needs were, and then satisfy them. The next 
day, another man might come along for a boat, but with vastly different 
needs. His individual requirements would also be attended to by the 
Sophist. 

In Morality, too, the sophist would accept individual differences. He 
might, when putting forward his ideas, be at cross-purposes with Plato. 
Plato might, for example, be maintaining that there was absolute truth, 
and that one of the demands of absolute truth was that no man should ever 
tell a lie. The sophist might pose a hypothetical problem to show how 
difficult it is for everyone to accept that. He might say: ‘We are at war with 
an enemy. One of our soldiers is captured by the enemy and is asked to tell 
where our forces are positioned. He says that he does not know. The enemy 
brutally beat him in an attempt to compel him to divulge the location of his 
fellow soldiers. He refuses, in spite of all the pain the enemy inflict on him. 
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Did this man not tell a lie, when he said that he did not know where his 
fellow soldiers were, and has he not offended against the principle of 
absolute truth? Yet men would regard that soldier as a hero." 

We could argue that although the soldier had not acted in accordance 
with absolute truth, he had behaved in accordance with the demands of 
absolute loyalty. In spite of the fact that it would have been beneficial to 
him to divulge the whereabouts of his friends, he acted in the general 
interest although it entailed terrible personal suffering. All that occurred was 
that a particular individual in particular circumstances was compelled to 
make a choice. He was compelled to choose between a respect for absolute 
truth and absolute loyalty, when it became impossible to show regard for 
both in the same situation. 

Alternatively, we could say that the soldier exercised rational choice, and 
that it would be acceptable if, in similar situations, all people made their 
decisions by rational choice. Again we encounter difficulties. We show 
elsewhere (18) that people have different personalities, that one person may 
show ‘high aggression’, another ‘high persistence’. Other people might 
receive a low rating on both counts. A person with a high rating in both 
aggression and persistence would be more likely to behave in the manner of 
our brave soldier than one with a low rating in both traits. The possession 
or absence of a certain trait necessary to endure long enough to make the 


rational choice might well, therefore, determine whether the choice is made 
or not. 


PRAGMATIC VALUES 


Pragmatism is a ver: 
(derived from the G 
American philosop| 
disputes that other 


y different idea of values than absolutism. Pragmatism 
reek word pragma, a deed or doing) was envisaged by the 
her William James as a method of settling metaphysical 
wise might be interminable. It was an attempt to trace 


lutism. It is, as a result, 
pragmatic values are values which the individual develops as a result of 
doing something, in particular doing Something in a particular situation. If 
we cast our minds back to Chapter 1, where we talked about theoretical 
answers and empirical answers to questions, we recall that empirical 
answers were obtained as a result of ‘going and doing’. Theoretical answers 
were obtained by ‘sitting and thinking’. We can now see that absolute 
solutions, or solutions in terms of absolute values, are theoretical. Ideas 
themselves are theoretical; they ‘exist in thought’. Since absolute values 
are ideas, the answers resulting from ideas must be theoretical. Empirical 
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values are those values which emerge as a result of experience, of trying 
things in problem situations, of ‘going and doing’. 


EXPERIENCE AND VALUES 


Dewey stresses the importance of experience, both in morality and in 
education. Indeed, he has described education as the 'constant restructuring 
of experience'. He has said that it is not knowledge which is important, but 
the uses to which individual people put knowledge which matters most. In 
morality, his idea is that what works is right. The test of truth is verifica- 
tion. If we test an absolute and find that it does not work (such as the test 
of absolute truth with our hypothetical soldier), we abandon that absolute. 
We decide, therefore, whether to tell the truth or not in future in the light 
of the circumstances in which we find ourselves. There is agreement here 
between theory and reality, for Hartshorne and May, in a famous experi- 
ment (19) to test the consistency of personality traits, found that a trait like 
honesty had different interpretations in different situations, that it was 
different in primary school children and in adults, and that it was not fixed 
and absolute. 

For Dewey, the supreme authority was not an élitelike Plato's Guardians, 
or an institutional body like the Medieval Church, but Experience. All our 
decisions are made in the light of our personal experience. This sort of 
thinking is not inconsistent with the historical development of the United 
States, and Dewey was an American. In the pioneering days of the frontier, 
there was no realism in attempting to observe such absolutes as ‘Thou shalt 
not kill’. The truth, which emerged through verification was that you either 
killed or were killed. Since the object of being a pioneer was to make your 
contribution to the development of your country, and dead men cannot 
make contributions, it became ‘right’ to kill Indians. A dead idealist, in 
these conditions, obeying the dictates of absolutes, is less useful than a 
Pragmatist who comes to rapid decisions in the light of present and per- 
Sonal experience. For the pioneer, what was right was what worked. 

Unfortunately, the pragmatist soon becomes the victim of his own argu- 
ments. It may be desirable to have ‘emerging values’ when your country or 
Society is emerging. But what happens when it actually becomes established. 
Pragmatic values may be good or at least useful in a constantly changing 
environment, but those who found that these values worked in a pioneering 
environment might not find them so useful in a settled environment. 

The pragmatist would argue that, in peaceful, stable situations, you still 
develop values according to your experience. But where are the guide-lines? 
Is the individual always competent to make his own decisions in the light 
of his own experience? When there is a conflict-of interests between one 
Section of the community and another and both come to hold their views, 
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attitudes, and beliefs in accordance with their own experience, who is the 
iter? 

E where such things as faith and belief cause such concern a 
difficulty. One person, because of his experience, is deeply religious; e 
even claims that his faith is the result of religious experience. He wishes to 
communicate this to another but fails and may be called an indoctrinator 
because the experience of the person he wishes to teach does not allow him 
to accept the belief and because he persists in spite of this in trying videi 
religious experience is so rewarding for him that he feels it must be bee i 
réwarding for others. Moreover, the person who holds the belief feels tha 
it is ‘his duty’ to communicate his ideas to others. ò f 

We can now see why absolute values gave rise to the philosophy © 
idealism, while the non-absolute interpretation of values gave rise to n 
philosophy of naturalism. Absolutism is connected with the metaphysica 
world, with man striving after perfection, with man as he will ultimately be. 
Non-absolutism is concerned with the natural world, with man as he is. 
Both have their own interpretations of reality and both interpretations are 
‘right’ in view of the assumptions made. The two ways of thinking are self- 
consistent, but this is not to say that both are right, or that either is ‘right 
ultimately. 
We can see, too, the connection between instrumental values and 
strumental conditioning. The rat in the Skinner box finds itself in a 
Strange situation. It has never been in a Skinner box before, since it is not 
part of its natural habitat. The only similarity between this situation and 
previous situations is that the rat feels hungry. This is a physiological 
State; there are stomach contractions which ‘set up a need’ which the rat 
seeks to reduce. The American pioneer surrounded by Indians also found 
himself in a Strange situation. All that there was in common between this 
situation and those experienced Previously was an urge to live. This sets UP 
a need which the pioneer sought to meet. 

The rat performs ‘trial and error’ behavi 
an attempt to meet his need b 
without succeeding. Suddenly, 
a pellet of food is delivered at 
by pressing a bar, but this tim 

This necessitates a certain a 
when the rat in its natural 


in 


€ pressing a bar worked. 


which he has never done be 
the bar in the Skinner box 


when he feels hungry, the more likely he is to 
press it on successive trials, 


: e 
because the response has been reinforced. H 
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learns by experience that pressing the bar works. The truth lies in the 
verification. Consequently, even when the experimenter has structured the 
experiment in such a way that the bar, when pressed, does not deliver food 
the rat continues to press it for a considerable number of trials. Eventually, 
the response to bar-pressing when hungry is extinguished, and the rat has 
now learned not to press the bar when hungry. He must adapt his behaviour 
to the changed circumstances that bar-pressing does not now work. 


BELIEFS AND VALUES 


Conditioning, as we have seen, is far from being high-level behaviour. 
Developing beliefs, accepting and rejecting values, are both forms of high- 
level behaviour, the importance of which far exceeds the bar-pressing 
behaviour of the rat. We have also seen that neither the idea of absolute 
values nor the idea of pragmatic values is entirely satisfactory. The question 
I$ not simply of balancing one theory against another in terms of values. 
There is the problem of individual emotions and individual personalities. 
Moreover, as Stephenson (20) has emphasized, disagreement over values 
may not be a unitary thing, but two things, essentially different although 
not unconnected. We have become used to this basic idea by considering 
related concepts which are not the same, because each possesses its own 
logical geography. 


DISAGREEMENT IN BELIEF V. DISAGREEMENT IN ATTITUDE 


Stephenson (20) distinguishes between ‘disagreement in belief? and ‘dis- 
agreement in attitude’. It may appear that, since the wording of the terms 
'S similar, we are required to find a ‘logical’ connection’ between the terms 
in order to appreciate their respective meanings and relationship. Stephen- 
Son stresses that the connection is psychological not logical. 

When we appear to disagree with someone over a matter of fact, we often 
do no more than express a different opinion. We say, for example, “You are 
Wrong to buy that carpet’. The reader will no doubt recognize this as a 

value-judgment’ loosely stated as if it were fact (see Chapter 10). What we 
Teally mean is that in these same circumstances, this is not the carpet we 
Would have bought. Matters of choice and aesthetic values (which may 
enter into the choice of a carpet) are emotionally determined. Thus if I say, 
hat is a good picture’, I am making a judgment on the basis of the pic- 
ture’s appeal to my emotions. I am not stating a fact. We also saw in 
Chapter 10 that such subjective ideas cannot be proved to be right or 
Wrong, since there is no standard measure applicable to them. 
. Stephenson says that in many so-called ‘debates’ over educational 
'Ssues, we never progress beyond disagreement in attitude to the essential 
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and central issues. The real concern of genuine SREE, cse Ps 
disagreements in belief. This was clearly shown when we re nae is 
curriculum issues considered by Herbert Spencer (pages 348-' : ntur 
passage referred to, Spencer states that one of the tragedies of the e? sonis 
of his day was that many parents made the important decision abo js 
content of their children's education not on logical grounds, but » E 
result of whim and fancy. He also stresses that even greater con ers 
arises, often at higher levels, when the so-called “experts eae’ nes 
debating whether Maths or Latin is more important is the same as deba 
major curriculum issues. A 

Hower, Stephenson shows how such disagreements in attitude nicks 
the bridge which we cross into areas of disagreement in belief. If we re a 
our example of debating whether Latin or Mathematics is more importa. $a 
we shall see the difference between the two /evels of disagreement and t 
essential difference between them. Edu 

I may have felt for many years that Latin is more important than Gcr 
This is an attitude, since it is emotionally based; it is something rs i 
feel without applying logical analysis to the situation. However, I find u a 
the school in which I teach requires children to choose between iode 
Maths and studying Latin. I am now very much concerned and I state "à 
my belief that Latin is more important than Maths, and I attempt to per 
suade my headmaster of my belief. I say: *Latin is more important than 
Maths. Therefore, all boys must study Latin’. My headmaster now 
demands reasons for my belief. I tell him that Latin is more ‘cultural’ than 


: Dare : d- 
Maths and that the school exists primarily as cultural influence. My hea 
master brings convincing 


is a better mental discipli 
those grounds. My head 2 
show that Latin is not 

again I produce arguments to su 


; ; NO o 
master demolishes them with more convincing arguments. I can now xd 
one of two things. I can either abandon my belief, because the logical arg 


ments which I have heard show that it is not logically tenable, or I can be- 
come dogmatic about it. I can 


clever, but they don’t really con 


On the other hand, I may acce, 
conclusive that I must abando 
must be able to say two things 


Pt that my headmaster’s arguments pios 
n my belief. If a belief is worth holding, d 
about it: one, that it can be logically justific¢. 


The Concept ‘Values’ | 219 


two, that we can persuade others to accept it by producing the logical 
evidence necessary to substantiate the belief and convince them. 

However, I need not necessarily change my attitude. Thus while I cease 
to differ in belief from my headmaster, I continue to differ from him in 
attitude, when both the belief and the attitude relate to the respective merits 
of Latin and Maths. I now know that my belief was wrong, but I still have 
à feeling that Latin is more important than Maths. 


VALUE AND STAGES OF CHARACTER DEVELOPMENT 


We can now appreciate that, at least in the context of education, it is not 
Practical to discuss the concept ‘values’ entirely in isolation. Whenever we 
are concerned with values (and we shall see more of this in the next chapter 
on morals), we are concerned with standards and with human behaviour, 
with the nature of the standards which guide the behaviour, and with the 
Ways in which the behaviour is determined by the standards. What we have 
Just said suggests that people may behave emotionally or rationally in 
relation to the values which they hold or which society holds. 

It is also important to remind ourselves at this point of what we said in 
Chapter 6 about culture, and in Chapter 7 about curriculum. In those two 
chapters, we made the point that general culture can be associated with a 
Way of life — indeed, with what we chose to call the ‘comfortable life’. We 
also saw that sub-cultures too are ways of life. Some of these we dis- 
tinguished from the first way of life by calling them ‘the necessary life’. 
Subsequently, it became clear that the school is an area where conflict 
between the two ways of life and the two sets of values may need to be 
resolved. 

What we have said in this chapter suggests that absolutism is unlikely to 
Provide the solution. Indeed in the past, absolutism, which refrains from 
Biving, or refuses to give, rational explanation and evidence for what it says, 
has done a great deal of harm to education, and to large numbers of people 
in the name of education. We saw absolutism at work in the traditional, 
formal teaching of bygone days. 

On the other hand, the non-directive, pragmatic, instrumental approach 
has been tried, and, while hailed at first with great enthusiasm because it 
Was ‘different’, is now undergoing considerable reappraisal and criticism. 
The first approach is over-determining, the second is often insufficiently 
definite and determining. 

For these reasons, and because we have seen throughout this book that 
Psychology and philosophy frequently cannot be separated, we shall end 
this chapter by showing the five stages which Cronbach claims (24) the 
human character passes through in its development. This is a similar 
evolutionary concept to that of Piaget’s five stages of thought development 
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between infancy and adulthood. Cronbach further claims that, in ed 
individuals, character development is arrested at a particular ool 
never goes beyond it. The character is never fully developed i nd 

Even before we have seen the stages, it is not difficult to believe t e ps 
arresting of development may arise from the way in which the indivi vibe 
taught, and in particular from the way he is required to respond to cer es 
values. It is also possible to see that, once the character-development ss 
been arrested at a certain point, the attitude to value, and the eb 
centring on this attitude adopted by the individual, will be in keeping ys 
the level of character-development which he has reached. By examining | r 
stages and relating them to what we have said about values, we yer 
ourselves once more that the problems of value-judgments, values, an 
morals can be sensibly undertaken only in relation to individual people, 
just as educational philosophy is only a useful area of study if it gives us à 
better understanding of education in relation to people. 3 

Cronbach defines character as ‘the way an individual makes choices, 
which affect the welfare of others'. In Chapter 12, when we analyse the 
concepts ‘morals’ and ‘morality’, we shall see more clearly the importance 
of this definition. Subsequently, he gives the five stages of character 
development (22) which follow. The chief characteristics of each stage are 
given, and it is a useful exercise for the reader, as he goes through them, to 
relate them to the absolutist and non-absolutist positions which we have 
already described at some length. 


THE AMORAL STAGE 


This is the state of the infant at birth and for some time afterwards. At the 
physical and intellectual level, he is described by Piaget as being at an 
'sensori-motor Stage’ of development for the first eighteen months of life. 
This means that during this period he develops ‘gross muscular CO- 
ordination' (23), followed gradually by ‘fine muscular co-ordination’ as his 
brain assumes increasingly greater control over his body. 


At the amoral stage of character development, the child does not know 
the difference between right a 


sufficient control over his b 
months to allow him to dev 


T a bad effect on the welfare of others. ne 
t of physical wants (rather like the hungry a 
mpulse. He gradually learns not to touch at 


. H i at 
€ some control over his emotional expression 
the intellectual/emotional level. 
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It is important to note that the psychological declaration that the child 
is amoral at birth resolves the philosophical controversy about ‘original 
sin’ (24) and ‘innocence’. The absolutist doctrine of the Medieval Church 
was that the infant was ‘born evil’, and that the task of education (which 
the Church controlled) was to re-form the child’s ‘fallen nature’. This 
resulted in a concentration on salvation in the hereafter rather than on 
welfare in the present environment. This, too, is in keeping with a belief 
in metaphysical absolutes which govern all conduct for all men. 

The ‘child-centred’ thinkers, from Rousseau onwards, believed that the 
child’s nature at birth was ‘good’ and that as a result education was not a 
Process designed to re-form a fallen nature, but to permit a ‘good’ nature to 
develop without let or hindrance. In more than one chapter already, we 
have seen how these conflicting beliefs resulted in very different educational 
ideals, content, and method. 


THE SELF-CENTRED STAGE 


By the time the child has reached the age of two years, the psychologist sayS 
that he is ‘self-conscious’. This is not the same as the lay use of the term, 
although there is a connection (25). The psychologist means that the child 
1s aware that he is a self and not an extension of his mother. This awareness 
is shown in such behavioural acts as tantrums, disobedience, and the use of 
the word ‘No’ with emphasis, because the child is aware that he does not 
have to obey parental commands. Parental commands (moral imperatives) 
are given throughout these two years, firstly for the child's own safety (e.g. 
"Don't touch the fire") and secondly, so that he begins to develop some 
Sense of right and wrong (what 'pleases' and what displeases parents). An 
adult is able to weigh the consequences of his actions, partly because he has 
developed a concept (or idea) of time. The young child lacks this concept 
and is governed by immediate desires which -must be fulfilled. Thus, 
although in some situations he can be excused for not behaving morally, 
Le. making the choice which is ‘good’ for himself and others, in other 
Situations he knows what is right and chooses not to do it. Immature adults 
can also behave in this self-centred way. 


THE CONVENTIONAL (OR CONVENTIONAL CONFORMING) STAGE 


Freud referred to the period from seven to eleven years as the "latency 
Period’ (26). He believed that it was a period of tranquillity between the 
Sexually disturbed and disturbing periods of infancy and ‘puberty adoles- 
cence’. The child is at his most amenable and conforming during this stage, 
Which begins with conformity to the demands of his parents’ moral 
Imperatives. Now, it develops into an uncritical acceptance of what the 
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group does without asking himself whether such behaviour is good wi 
bad. Thus if a child falls in with ‘good company’ and is d 
conforming’, he is described as *good'. If, however, he falls among os 
companions and is ‘conventional conforming’, he is described as bad e F 
standard or criterion against which such judgments are made is that o 
rigid adultassessment of ‘good’ and ‘bad’. On the other hand, in his Versa 
tual development, the child, Piaget Says, is at the 'concrete-operationa 
stage’ of development. Consequently, he can perform logical iiber 
provided that he has visual assistance, such as arithmetical apparatus, o 
assist his thinking. He conforms, to some extent, to what he sees. It is 
more difficult to act logically in relation to right and wrongin the moral field, 
and many children tend to do what they see others doing, or to accept the 
demands made by adults without question. f 
There are, again, some adults who never progress beyond this stage © 
character development. They display lack of insight or understanding, and 


often lack of initiative. It is easier to follow than to take the lead or make a 
decision. 


At this stage, too, the expediency of the sophists (and even of Kant, who 


admitted that more people behave in accordance with the demands of 
expediency than the commands of the ‘Categorical Imperative’) governs 
behaviour. A conventional morality develops, based on pious platitudes 
such as ‘Crime doesn’t pay’ and ‘Honesty is the best policy’. On the credit 
side, the conforming conventional Person is no longer self-centred, since 
his behaviour exhibits great concern about ‘what the group thinks’. 
However, it is ‘What does the group think of me? 


THE IRRATIONAL CONSCIENTIOUS STAGE 


Conscience is a guide in the making of a choice, or a state of internal self- 


criticism. As a result of choice or criticism, some modes of behaviour are 
rejected, although they would achieve certain ends which would appear to 
be expedient to the individual. In Freudian terms, the ‘ego’ (or natural self) 
knows that bribery achieves ends. The ‘super-ego’ (or better self) condemns 


bribery on principle. Conscience, therefore, can be equivalent to absolutes 
in governing conduct. 


avoid the anxiety which 
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But such behaviour is characterized by rigidity. If there is a conflict of 
modes of behaviour, the irrationally conscientious person cannot adapt to 
the situation. The choice itself may result in anxiety and culminate in 
neurotic maladjustment. Again, the irrationally conscientious person may 
be inefficient, because of a desire to drive himself to the limits of perfection 
and attention to detail when neither of these is required. Finally, the 
irrational conscientious person, in certain areas, may become bigoted. 


THE RATIONAL CONSCIENTIOUS STAGE 


At this stage, the individual initially encounters values in the same way as 
the irrationally conscientious man. But he examines them in the light of 
reason. When confronted with a choice which seems to involve demands of 
€qual weight or strength, he becomes neither anxious nor rigid. Instead, he 
takes stock of the situation rationally, first asking himself whether he was 
right to regard the demands as being equal. He examines the consequences 
of his action for himself and for others on as wide a basis as possible. He 
attempts to see the rival values within a conceptual framework (a frame- 
Work of rational ideas). 

Here there is a parallel with the acquisition of knowledge. We have seen 
that the teacher can instruct the learner, i.e. he can supply information, 
facts, etc. without wondering whether the learner understands them or 
troubling to discover whether the learner understands them. Similarly, the 
learner can accept the information uncritically, without asking himself 
What use he can make of it. But the wise teacher and the "insightful" learner 
make sure that any facts or information are incorporated into an overall 
Picture, to fit into their rightful place within a conceptual framework. 
What happens at the cognitive (intellectual) level happens also at the 
emotional level of moral choices. Plato says that the rational part of the 
Soul has the task of guiding the irrational part. The rationally conscientious 
man uses reason in much the same way. : 

The rationally conscientious man realizes that all people, at some time 
Or other, are confronted by a clash of values. He has come to know his 
values thoroughly because he has examined their nature and the con- 
Sequences of acting in the light of such values. He has heard the absolute 
Value expressed in the moral imperative, ‘Thou shalt not kill’. The irration- 
ally conscientious man, acting on principle but displaying bigotry, argues 
that war is never justified. When asked for evidence for the statement, he 
merely repeats the categorical imperative. He substitutes the absolute for 
Teasons. Such substitution saves him from taking a decision or making a 
Tational choice. 

By contrast, the rational, conscientious man condemns war in general 
because it seldom produces a lasting answer to problems of real magnitude 
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and because it involves tremendous human suffering, especially among 
innocent people such as children. On the other hand, there are wars of 
oppression where more suffering would result from people standing back 
and condemning war on principle than would result from active opposition 
offered to the oppressor. 

Choice is not necessarily easy for the rationally conscientious man. He 
may be required, as Wilson warns, to make rational choices against a back- 
ground of irrational behaviour by members of an irrational society. His 
behaviour may put him into an uncomfortable minority, whereas irration- 
ally conscientious or even conforming conventional behaviour would place 
him in the secure and comforting ranks of the majority. Either of the latter 
two resembles the man who shies away from philosophical analysis of con- 
cepts, or the man who accepts every concept-based slogan that he hears aS 
possessing validity (27). . 

We can sum up the behaviour of our five stages in terms of the reaction 
of the individual at cach stage to values. The amoral individual (and 
psychopaths are examples of adults who are permanently at this stage of 
development) have no values. They react entirely out of self-interest, 
knowing nothing of right and wrong or of other people's feclings. They act 
in terms of their own pleasure or pain, 

‘The self-centred individual is 


a4. s aware of ethical values (values relating 
to "good" and 'bad') and of gro 


: up norms or standards, But hc chooses 
to ignore both. The conventional conforming man wants to act according t9 
the example of the Company he keeps. Ethical values involve abstract ideas 
of good and bad, and he is either unable or unwilling to work at this level. 
His conformity may not even result in consistency, which is often useful 
since it in turn results in predictability (28). If the group changes its mind or 
way of behaving, he suffers a similar change of mind and shows similar 
changes in behaviour, The irrationally conscientious man has ideas and 


values, but is emotionally attached to them. He may even defend them 
emotionally when to abandon them rationally would be in the interests of 
all. 


The rationally conscientious ma 
has shown him the need for ada 
his behaviour and certain basic 
or at least modify, 
runs the risk of be 


n has few rigid standards, since reason 
Ptability. He has some basic guidelines for 
goals. But he may have to abandon entirely» 
some strongly held views in the light of events. He never 
coming an indoctrinator or of being indoctrinated. 


STAGES OF CHARACTER DEVELOPMENT: ABSOLUTISM: PRAGMATISM 
We have examined, now, 
five types of character. T 
ally conscientious man 


five stages of character development (29), or ni 
he five stages are those through which the m 
Passes, just as the adult who is fully develope 
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intellectually passes through all the Piagetian stages of thought develop- 
ment. But some people can experience arrested development at any one 
of the five stages. 

The result of our analysis shows that the problem of deciding between 
absolute values and pragmatic values is by no means an easy one. We are 
tempted to say that absolute values are not acceptable as guides to human 
conduct or as the foundations of standards within education, since they are 
liable to produce rigidity, fixation, irrationality, dogmatism, immaturity, 
indoctrination and bigotry, all of which are out of keeping with the three 
criteria of education. Yet the three criteria contain one which says that 
education involves the transmission of what is worthwhile. When absolute 
values prevail, there is little doubt about what is worthwhile in the society 
where the absolutes prevail. There may be no room for interpretation, 
there is likewise little room for misinterpretation. There is the risk of 
stagnation; there is also the certainty of a type of stability, although not 
necessarily of equilibrium. 

Non-absolutism may have different consequences. Plato believed that 
only few people were capable of understanding reality. The majority were 
not, and as a result, required their education and their lives to be largely 
determined by those who could and did understand reality, All people are 
not the same, In the twentieth century we have reports, like the Newsom 
Report, which stress this point, the particular need of those people of 
average and below-average ability. At a very rough estimate, this means 
Something like half the population (30). The pragmatic values may seem 
ideal, since there is an absence of dictation by minorities, and consequently 
less likelihood of enslavement of the minds of the majority. 

We have seen a similar idea in relation to non-directive methods of 
teaching. At a superficial glance, it may appear that discovery methods are 
best suited to those of average and less than average intelligence, since they 
cannot benefit from the academic approach. Yet the Newsom Report does 
not condemn the academic approach out of hand. We have also seen that 
those of average and below-average intelligence may need more direction 
than the very bright, who may be better able to discover for themselves. 

Whether children are very bright, average, oT below average in ability, 
they must live as members of a society. This society is first the home, then 
the school, then the adult community. If each individual were left to dis- 
cover ‘what worked for him’ and was allowed to equate this with ‘what is 
right’, we would no doubt find that groups of people would share common 
experiences and come to common conclusions about what was right. There 
would not, as some people suggest, necessarily be complete anarchy. 
Anarchy is not the alternative to absolutism. 

But we have already seen on numerous occasions that the result of this 
group agreement on ‘what works’ and consequently on ‘what is right’ does 
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nothing more than to produce those units of society which the sociologist 
calls ‘sub-cultural groups’, and those codes (or methods) of behaviour 
which the sociologist calls ‘sub-cultures’. We cannot merely produce an 
aggregate of all the sub-cultural behaviours and say that this is the Culture 
of society, the content which education seeks to transmit. Over ee 
all the approximate behaviours, degrees of morality, and interpretations is 
duty, there are the abiding standards, the framework of values within whic 
Society exists. > 

Now a framework may be large or small, broad or narrow, and it may 
do no more than set the outer limits which no one wishes to reach, much 
less to transgress. A schoolboy can write a very good Latin prose without 
ever approaching the skill displayed in the fair copies of Richard SR 
(31). Yet, the fact that the schoolboy is never likely to reach the standard 9 
Shilleto's Latin is not considered sufficient reason for withholding these fair 
copies from him, for pretending that they do not exist, or for abandoning 
the writing of Latin prose by schoolboys because few of them are ever 
likely to become Shilletos. 

Nor is there any guarantee that the pragmatically determined values are 
better than the externally imposed values, It may be that some discoveries 
made by researchers are accidental. But this does not mean that every 
researcher, when asked what he is looking for, will say, ‘I don't know until I 
find it’. Progress in research would be very limited with this basic rationale. 
There are some structured researches which produce nothing, if by nothing 
we mean failure to substantiate the hypothesis which was tested. But there 


which lie behind the ph 
the seeker after pragmat 


e 
À re he saw the edge of it. His eyes were OF E. 
ground all the time, but he met the same fate as he whose eyes were int 
air. 
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present experience. The absolutist determines what is right and communi- 
cates this very clearly to others. The pragmatist runs the risk of finding 
what he verifies as 'right because it works, but of not being allowed to 
communicate this to someone else for fear that his experience may not lead 
him to the same view of ‘rightness by verification’. Dogmatism is an atti- 
tude, and is, therefore, not limited to one group of people. The pragmatist 
may be just as dogmatic about what has worked for him and follow it as 
slavishly as the absolutist follows by what is right for everybody. 

In the very first chapter of this book we stressed the importance of 
reason and of giving reasons of producing evidence, and of critical apprai- 
sal. It is fitting to conclude this chapter with a passage from MacIntyre 
(33). In our inquiries we have so often found that extremes of view are 
seldom acceptable, that we no longer find it surprising that the truth often 
lies somewhere between two extremes and contains fragments of truth 
from both. Thus we were not able to separate instruction entirely from 
learning by discovery or conditioning entirely from teaching. In much the 
same way we have implied that reason and criticism are the ‘bridge con- 
cepts’ between absolute and pragmatic values, between values which apply 
to all individuals and those which are determined by individuals, of the 
relationship not only between tradition and current needs but also of the 
relationship between society and the ‘individual’. MacIntyre writes: 


“But there is something more important about critical activity. It is not 
the activity of isolated individuals. It is always exercised inside an aca- 
demic tradition which is the tradition of some particular society. Unless 
critical standards claim social recognition, criticism is untrue to its own 
claim to universal allegiance. But a condition of this is precisely the 
refusal to make criticism the prerogative of an élite. For, to create an 
élite is to allow a debasement of standards for everyone else. And to 
allow this is to make criticism the instrument of one part of society against 
another. But to claim such a prerogative for some special class is precisely 
to restrict the moral openness which critical activity requires. We are all 
€qual before the impersonal standards of reasons. .. . Thus, intellectual 
standards and democratic community need each other.’ 


NOTES AND REFERENCES FOR CHAPTER 11 

1 The Latin verb solvere means ‘to unloose’, “to free’; its past participle is 
solutus. The Latin preposition ab means ‘from’, so that absolutus means 
‘freed from’, ‘unrestricted by’. For this reason, absolute values are those 
metaphysical values, which are not bound by the physical world perceived 
through the senses, nor by time and place. Readers who studied Latin at 
school will remember a grammatical construction known as the ‘ablative 
absolute’. The meaning of ‘absolute’ here is again ‘free from’, since the 
ablative absolute is detached from the main sentence: (The city having been 
captured), the enemy fled. The ablative absolute is in brackets. 
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2 See also notes and references for Chapter 8, Section 11. : 

3 Euclid was a Greek mathematician, whose date and place of birth are alike 
uncertain. He was at the height of his powers, at the ancient seat of learning 
at Alexandria, about 300 B.C., i.e. twenty years after the death of Aristotle. 
His major work was called The Elements and dealt with the theory of 
numbers and geometry. The first six volumes dealt with plane geometry and 
were authoritative works until the end of the nineteenth century. J 

4 Immanuel Kant (1724-1804) was the author of two famous philosophical 
works — The Critique of Pure Reason, and The Critique of Practical Reason 
The ‘categorical imperative’ ordered men to do right on the grounds of 
pure reason, which is highly idealistic, Practical reason suggested that men 
do right, because it pays them, or because it is expedient, o7 because it IS 
useful. Because of this, the categorical imperative results in absolute 
morality, while practical reason results in what we nowadays call the 
*morality of expediency’, or ‘utilitarian morality’. Those who wish to read 
more about Kant are referred to Chapter 20 of Russell's History of Western 
Philosophy. 


The Latin word super, like the Greek word meta (already seen in the word 
metaphysical) means ‘beyond’ or * i 
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oan Which xo measure information which we claim to ‘know’ with 
ertainty, 


accepts Aristotle's argument, known as the argument of the ‘unmove 
mover’, as proof of the existence of God. For those who do not wish tO 


delve into all th i ical intaran 5 TR are 
listed belows € philosophical intricacies of this proof, the basic ideas 
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7 Because in neither case can matter be the creator or mover, the creator 
or mover must be ‘mind’, the only alternative to matter. 

8 Because this mind controls the universe, it must be universal mind or 
intelligence (nous). 

9 But if this mind or intelligence is itself capable of being moved itself, it 
cannot also move matter. Therefore the mover must itself be unmoved. 

10 This ‘unmoved mover’ is God. 


Readers should note that Aristotle’s God contains no ‘religious ideas’. 

Aquinas also deals with the problem, seen earlier, of Universals and 
Particulars. God, he says, knows both universals and particulars, because 
he knows everything. He knows the things which the mind of man can 
know because they exist, and things which the mind of man cannot know 
because they have not yet come into existence. God is absolute, not bounded 
by time or space. He therefore sees the past, the present, and the future. He 
also sees into the minds of men. 

Catholic philosophy today (known as Neo-Thomism) represents an 
attempt to reinstate the basic ideas of St Thomas Aquinas. 


See Chapter 1. 

Behaviourists talk about ‘functionally equivalent stimuli’. 1f two stimuli are 
functionally equivalent, it means that they are both capable of evoking the 
same response. Once the bell had become associated with the meat, it was a 
stimulus functionally equivalent to the meat and was just as capable of 
evoking the response of salivation as was the meat itself. The popular 
saying *A wink is as good as a nod to a blind horse’ is an example of 
functionally equivalent stimuli. In this case, both are equally useless; they 
are functionally equivalent because neither is capable of evoking a response 
from the blind horse. 

If we relate this to absolute values, reaction to one absolute is very much 

like reaction to another. This is why we are able to say that we do things ‘on 
Principle’. Principle, in this case, is a generalized attitude or generalized 
response, unthinking, uncritical behaviour governed by the demands of one 
or another of the (functionally equivalent) absolute values. This sort of 
behaviour is stereotyped, because all who act ‘on principle’ act in the same 
way. 
The Language of Education, Israel Scheffler (Thomas 1960). x Ax 
The Greek word sophos means ‘wise’, and the original meaning of sophist 
(the Greek word was sophistes) was ‘one learned in some art or craft’. It was 
also used to mean a wise man in general, and the ‘Seven Sages of Greece’ 
were known as sophistes. But it is with the former, meaning that we are 
concerned in this chapter. y 

From the middle of the fifth century B.C., the sophists gave lessons for 
Payment, largely in the areas of Rhetoric (oratory) since this skill was 
necessary to sway an audience as a public speaker. Politics (necessary when 
the people were active participants in a democracy), and Mathematics 
(necessary in trade and commerce as well as in shipbuilding, etc.). Origin- 
ally, they were useful because they popularized knowledge and made it 
available to those from whom it had previously been kept. However, as 
time went on, they concentrated not only on ‘Rhetoric’, but on ‘specious 
arguments’. Thus they gained the reputation for being able to prove that 
black was white or that the better cause was the worse, and the worse the 
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14 


16 


18 
19 


better. In this way, they were destructive of the traditional values, replacing 
absolutes, and even the rational, by expediency. Some of these sophists 
became very famous and some appear in the dialogues of Plato. The most 
famous names include Protagoras (the name is the title of a Platonic 
Dialogue), Gorgias (the title of another Dialogue), Hippias of Elis, and 
Prodicus of Ceos. Later, after Rome subjugated Greece, the sophists 
figured prominently as teachers of Rhetoric in the University of Athens. It 
should be noted that the Romans, too, found oratory important, and that 
Quintilian’s main educational work was The Education of an Orator. 
However, this education was designed to develop moral responsibility, of 
which Plato would have approved, and Erasmus subsequently did approve. 
The Laws was the last dialogue written by Plato. The best known translation 
of the work is that by Benjamin Jowett, reprinted by Oxford University 
Press in 1953. In The Laws, Plato presents his revised views on politics, 
Society, and education. Instead of proposing the ideal educational system, 
as in The Republic — the absolute best — he Proposes 'the best in present 
circumstances’, or a modified idealism. He sounds a very definite note of 
conservatism, a fear of innovation which would add further to the decline of 
the old ideals. Even innovations in children’s games were to be banned. 
‘The plays of childhood have a great deal to do with the permanence Or 
want of permanence in legislation; he who changes sport, is secretly 
changing the manners of the young.’ 


One of the most famous heresies of the Middle Ages was the Manichaean 


heresy. Manichaeus was a teacher of Rhetoric (really a sophist). (See 12 
above.) He read Philosop 


> hy written in Latin and was addicted to astrology: 
St Augustine became a follower of Manichaeus, but later rejected his 
teachings. The rejection, Russell tells us, was not primarily on religious 
grounds after his conversion, but on scientific grounds, because the best 
Writings of the eminent astronomers made nonsense of the claims of 
Manichaeus. 


The Latin word ex, 
best illustrations of 


un genus, generis means ‘race’, ‘type’, or 
is a term which classifies types and species- 
und in Biology. 

name’. Thus a ‘nominalist’ is one who SaY$ 
far from representing reality, is merely 4 name 
es of animal. We often talk about a nomina 


ne and May to determine the precise nature zx 
aracteristics as honesty, was a large scale on 
ounts of the findings appear in: 4 eon 
M. A. May (Macmillan, New York 1928): 
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20 ‘The Scientist's Role and the Aims of Education’, C. L. Stephenson, in 

Harvard Educational Review, XXIV (Fall, 1954). 

Educational Psychology, Lee J. Cronbach (Harcourt, Brace and World 

Inc., 1954). 

22 The reader should compare these stages with the four levels of morality 
defined by the social psychologist McDougall: (1) PRE-MORALITY - con- 
cern with self-controls pleasure/pain. (2) EXTERNAL MORALITY — controls 
reward/punishment. (3) EXTERNAL/INTERNAL MORALITY — concern for 
own reputation — controls social praise/blame. (4) INTERNAL MORALITY — 
controls self-praise/self-blame. 

23 When the human infant is born, its brain is much better developed than its 
body, since the brain must, right from the moment of birth, direct and con- 
trol all bodily movements. The fibres of the brain are partially insulated at 
birth with a substance called myelin. Complete insulation does not occur 
until the age of five or six years, i.e. roughly the time at which the child 
begins formal schooling. As the insulation improves, the control over 
bodily movements increases. The ‘gross muscular movements’ of the infant 
are random movements of the whole body. He ‘reaches’ with his whole 
body. Gradually these overall, and inefficient, movements are reduced, and 
the child's ‘reaching’ comes to resemble the adult act more closely. In a 
similar way his ‘overall scribblings’ (gross muscular act) are gradually 
replaced by finer, more controlled movements of drawing and colouring. 
us co-ordination is the result of the control of the bodily activities by the 

rain. 

24 The doctrine of Original Sin is that every individual is 'born evil' because 
Adam sinned. Thus mankind, by its own actions, estranged itself from the 
love of God, which can be recovered only by the act of redemption per- 
formed by Christ in dying (for the sins of the world) on the cross. The idea 
is illustrated in the following verses from Cardinal Newman's hymn, 
Praise to the Holiest in the Height': 


2 


O, loving wisdom of our God! 
When all was sin and shame, 

A second Adam to the fight 
And to the rescue came. 


O wisest love! that flesh and blood, 
Which did in Adam fail, 

Should strive afresh against the foe 
Should strive and should prevail. 


And that a higher gift than grace 
Should flesh and blood refine, 

God's presence and his very self, 
And essence all-divine. 


25 In the psychological sense, a person is ‘self-conscious’ when he is aware that 
he is a self. In the lay sense, a person is ‘self-conscious’ when he is too aware 
of himself. In company, he feels that all eyes are looking at him, he becomes 
embarrassed, and his actions become gauche and often absurd. It can be 
seen that the second (lay) sense derives from the first (psychological) sense. 
It is also a good example of how words which remain the same take on 
slightly different meanings when used by different people. 
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27 


29 


30 


The Latin verb /atere means 'to lie hidden'. It has a present participle latens, 
which is used as an adjective, ‘lying hidden’. This adjective is used in the 
scientific term ‘latent heat’. j : 

The significance of the term 'Latency period' is that, during the period 
from seven to eleven years, the sexual conflicts of infancy lie hidden and 
thus a period of stability and calm results. This is broken by the re-emer- 
gence of sexual conflicts in puberty and adolescence. 

The term ‘validity’ and its accompanying term ‘reliability’ have been 
discussed at some length in An Introduction fo Assessment and Testing, Op. 
cit. 

Briefly, if a psychological test (e.g. an intelligence test) is valid, it does 
what it claims to do. Thus, the intelligence test tests intelligence, and not 
some other characteristic of human beings. 

If a slogan is valid, it means what it claims to mean. However, we have 
seen throughout this book that words, and even whole statements, do not 
always mean what they say or what they claim to mean. It is for this reason 
that linguistic and concept analysis are so important. 

In Assessment and Testing: An Introduction, we showed that individuals 
display certain traits of behaviour, Hence a man is ‘generally honest’ or 
‘consistently unreliable’, or ‘usually anti-social’. If we know that the indivi- 
dual possesses such traits, we can predict the way in which he will behave. 
This does not mean that we shall be right in our predictions every time, but 
it does mean that we are more likely to be right than wrong. It was said that 
the old ‘eleven plus’ examination had 75 per cent success with its predictions 
of the suitability of pupils for grammar school education. Thus, when the 
examination predicted that a child was suitable for grammar school, there 
was a good chance that the Prediction was right. If, however, the predictive 
accuracy of the examination were only 25 per cent, we could not feel happy 
in using it. There would be insufficient consistency in the predictions to 
produce confidence. 

Note also Piaget's Stages: ANOMY from a Greek w 
HETERONOMY (meaning controlled by or 
SOCIONOMY (controlled b 
(meaning ‘self-governing’, T 
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Two out of every three people lie between the vertical lines marked 
*-ELS.D.' and ‘—I.S.D.’, or, in other words, two out of every three people 
have an intelligence quotient somewhere between 85 and 115, with 100 as 
the mean. See also Assessment and Testing: An Introduction. 

These people are stated to be of average intelligence. But, it will be 
appreciated that to apply the word 'average' to someone with an I.Q. of 
85 and a person of I.Q. 115 is making a very general expression of ‘average’. 
We can subdivide this average group into 'upper average’ and ‘lower 
average’. Upper average would include those whose I.Q. is between 100 and 
115. Lower average would include those whose 1.Q. is between 85 and 100. 
Thus, if we define ‘average and below’ as those of I.Q. 100 and under, we 
embrace half the population in our definition. If we set the upper limits 
somewhere between 100 and 115, we alter the percentage to whom the 
definition applies again. Consequently, any figure quoted must be an 
approximation. 

If we define as ‘average and below’ those who fail to obtain grammar 
school places, we may come nearer to our stated figure of two out of every 
three, The percentage of the population in any given area varies, because 
of the availability of grammar school places in relation to the population of 
the area. It could thus be as low as 20 per cent or as high as 30 per cent. 

31 Richard Shilleto was a fellow of Peterhouse and Trinity College, Cam- 
bridge, in the nineteenth century. An eminent classicist, he was the author 
of numerous works, but the one specifically referred to in this chapter is: 
Greek and Latin Compositions, R. Shilleto, Cambridge University Press, 
1901. 

32 Aristophanes (448-380 s.c.) was the great comic dramatist of Athens. The 
following is a list of his plays which remain extant: 


The Knights 424 B.c. 
The Clouds 423 B.C. 
The Wasps 422 B.C. 
The Peace 421 B.C. 
The Birds 414 B.C. 
Lysistrata 411 B.C. 
Thesmophoriazusae 410 B.C. 
Ecclesiazusae 392 p.c. 
Plutus 388 B.C. 


33 ‘Against Utilitarianism’, A. C. MacIntyre, in Aims in Education ; The 
Philosophical Approach, ed. T. H. B. Hollins (Manchester University Press 
1964). 


Chapter 12 
The Concept ‘Morals’ 


MORALS: BEHAVIOUR: NORMS (STANDARDS): SOCIETY 


The term ‘morals’ implies behaviour, and the adjectives ‘moral’ and 
‘immoral’ suggest behaviour which is acceptable and unacceptable. bes: 
is also a suggestion of ‘social criteria’, because when we talk about mora 
behaviour being acceptable and immoral behaviour being unacceptable, 
we think of the acceptance, or non-acceptance, by society. Society has 
established norms or standards against which to measure different modes 
of behaviour to determine their acceptability or otherwise. In much the 
same way, Peters established three criteria against which to measure 
different processes, to determine whether they merit the term ‘education . 

Because norms or standards are established by society, there is a link 
between all three concepts in this trilogy — value-judgments, values and 
morals. When society establishes its norms of good and bad behaviour, it 
is making a value-judgment. It is saying that some forms of behaviour are 
more socially acceptable, more in the interest of the majority, than others. 
It makes these judgments not arbitrarily or in isolation, but in relation to 
the values which it holds. We can take a simple example of this. A given 
Society defines sexual promiscuity as immoral behaviour. The definition is 
based on the value judgment that sexual promiscuity is not in the interests 
of society. The value on which the value-judgment is based is called 
‘chastity’. Thus a Society which accepts chastity as a value among other 
values cannot permit promiscuity. It is compelled to make the judgment 
that ‘lack of promiscuity' is better than promiscuity. 


MORAL RULES 


This suggests that the values w! 
it makes its value-judgments r: 
they are someti 


hich a society holds and in the light of which 
esult in the formulation of moral rules or, as 
mes called, a ‘moral code’. These rules are prescriptive. 
Prescriptive statements are ‘ought’ statements, and prescriptive statements 
about behaviour state that ‘Behaviour ought to be . . .". Consequently, We 
can see a parallel between morals and morality and laws and legality. The 
laws of any society are a set of prescriptive rules which determine what if 
legally acceptable behaviour. The laws are there to protect the interests © 

-he society against those whose behaviour is anti-social or criminal. The 
legality or otherwise of any form of behaviour is determined by reference to 
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the legal rules. Similarly, the morality of any form of behaviour is deter- 
mined in the light of the moral rules. Infringement of either legal or moral 
rules has certain consequences for the offender. If he infringes the legal 
rules, he is punished by imprisonment (segregation from society) or by fine 
(payment of money to society). If an individual breaks the moral rules, he 
is punished by social disapproval or social ostracism (1), and by being 
made to experience a feeling of shame. 


MORAL RULES: ABSOLUTES: THE SOCIAL CONTRACT 


In the light of what we said in Chapter 11 about different types of values, 
we can see that moral rules may be absolute, as in the case of the Ten 
Commandments. These are ten categorical ‘ought’ statements, which 
Moses claimed were given to him by God himself. Thus we see that there is 
a connection not only between absolutes and morality, but also between 
religion and morality in this instance. 

But in Chapter 11 we also saw that the pragmatist rejects the idea of 
absolute values and categorical imperatives which tell every individual, 
regardless of his personal experience, what he must do or must not do. The 
pragmatist argues that each individual's own experience will provide him 
with the necessary guide to right and wrong conduct. ‘Right’ is what works, 
‘wrong’ is what does not work. 

But we are faced with a problem here. What works for me is right for me, 
according to the pragmatist. But what is right for me, because it works, 
may not be right for someone else, because for him it does not work. It 
may not be right for a large number of people. How then can we reconcile 
the different interpretations of 'right of different individuals so that we do 
not have a chaotic society in which each has his own values and modes of 
conduct according to self-interest? 

At the end of Chapter 11, we suggested that reason was helpful in making 
such decisions. It was suggested that critical thinking, based on reason, was 
not the prerogative of any élite. Its aim was not like the aim of absolutism, 
to close the mind of every individual and merely to require him to conform 
to some set of rules, but to keep the mind open until generally (or socially) 
acceptable evidence could be produced. 

Sometimes this evidence is at the very elementary level of common 
sense. Lucretius (2), the Roman poet, in the fifth book of his De Rerum 
Natura, gives one of the first instances of men entering into a ‘social con- 
tract’ (nec laedere nec laedi — ‘neither to harm nor to be harmed’). This type 
of social contract is a form of pragmatic morality. Men found that if they 
harmed someone, that person was likely, if the opportunity arose, to harm 
them in return. The opposite of the social contract is the ‘eye for an eye and 
a tooth for a tooth' principle. Men found, by experience, that by refraining 
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from harming others they themselves remained unharmed. re 
refraining from harming others ‘worked’, it was ‘right 7 The fact n e 
openly came together suggests that they pooled their experiences and p S 
duced an elementary rational argument on elementary rational evidence * 
support the'making of a contract. Once the contract was made, a simp 
code of moral behaviour was established. : : 

The essential difference between the ‘Ten Commandments' situation and 
the ‘Social Contract’ situation is simply stated. In the first situation, the 
code of behaviour was imposed from without by a Supernatural Being 
working through the agency of a chosen individual. Ideas from the meta- 
physical world were transmitted to the natural world, and the behaviour 
of natural men was in future governed and determined by these absolute 
ideas or ideals. 

In the second example, the moral rules are the outcome of the experience 
of men in the natural world. There is no reason for any élite to interpret the 
absolutes for the rest, or to impose them on the Test, because no absolutes 
are involved. Any difference of opinion or interpretation must be settled 
internally, within the natural world. There is no Opportunity to determine 
how people will behave by threatening them with punishment and loss of 
rights in the hereafter, or with failure to obtain salvation. In the social con- 


m within society; in the case of the Ten 


gulated by reference to external absolutes. 
These two approaches have led to Such questions as, 'Can we have 


morality without religion? From this develops the important question, ‘If 


morality’ and religion are inseparable, how can we teach morality in secular 
schools”. 


The absolutist in morality, 
of God, denies that religion 
Supreme Being; God is infin 


there are, in any society, t 
Supreme Being, and, to th 
moral rules. Moses, they arg 
acceptance. By bringing in t 
difficulty of obtaining rati 
rational arguments and the 
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Secondly, those who refuse to accept that religion and morality are 
inseparable, may use the arguments which Hospers (4) uses when he 
attempts to answer the question, ‘What is knowledge?’ They would ask, 
‘When Moses claimed that the Ten Commandments were given to him by 
the voice of God, how did he know that it was God speaking to him?’ He 
may well have ‘felt intuitively’ or have ‘believed’ that it was the voice of 
God, but ‘feeling intuitively’ or ‘believing’, even ‘believing strongly’, is not 
the same as ‘knowing’. Now Hospers would not argue that because of this 
Moses was not entitled to act in accordance with the Ten Commandments, 
because he did not know that the voice of God had given them to him. He 
would only argue that the element of uncertainty might be used as a reason 
for other people to challenge his right to impose them on his people. 

This question of certainty is a most important one. In an educational 
context, we cannot be as particular about what constitutes certainty as an 
epistemologist (5) (one who is an expert on the meaning of knowledge) can. 
If we were, we would have to accept, with Hospers, that scarcely anything 
can be described as ‘absolutely and undeniably certain’. If we accepted this, 
there is very little that we would feel entitled to ‘teach’, very little instruc- 
tion that we could justifiably give. 


BELIEFS AND MORALITY 


However even in the realm of information, which is only one area of teach- 
ing and education, we must exercise care. In the area of belief (and what we 
have said about morality so far, indicates that it is in this area rather than 
in the area of fact or information) we must exercise even greater care. 

Wilson (6) says that it is all too easy for the teacher who holds certain 
beliefs to indoctrinate his pupils with these beliefs. He may, because he 
holds these beliefs so strongly, teach them as if they were incontrovertible 
fact. He may support them not with generally acceptable evidence, but with 
emotional fervour. It is for this reason that there is so much discussion 
about the right to offer religious teaching in schools. 

Wilson continues by saying that there is no necessity for a thing to be 
one hundred per cent certain before it is taught. What we must do is to 
support what we teach with evidence which people can accept because it is 
rational. Rational evidence is free from bias, personal preference and 
prejudice. 

If we return to our original problems — whether it is possible to separate 
religion from morality, and whether we are entitled to use, as a moral code, 
such a set of absolutes as the Ten Commandments — we can now make the 
following observations. It is one thing to claim that the Ten Command- 
ments must be the basis of any moral code because they were given by the 
voice of God, and another to say that they must be the basis of any moral 
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code because on rational grounds they can be shown to be the ie 
suitable basis for such a code. The devoutly religious person and the per: $ 
who does not accept the existence of a Supreme Being, as well as the perso : 
who neither accepts nor denies the existence of a Supreme Being but m 
that there is no way of knowing if the Commandments were given in a 
way, may all accept the Commandments as the basis of their moral co e, 
but for different reasons. 4 
The first man accepts them for religious reasons, as a result d 
religious conviction. Because of this, he is more likely to impose his belie : 
on those whom he teaches than are the other two. They accept the Com 
mandments because they seem to be rationally justifiable. Because of this 
they are more likely to justify them to the people they teach. They see 


‘rationality’, not ‘divine inspiration’ as the source from which the Com- 
mandments came. 


moral rules and the answer to the question, ‘Can morality be taught?’ If we 
accept that morality is, by definition, obedience to rules, then there can be 
no doubt that morality can be 
of linguistic rules, we can teach 
those who will not accept any 
€ to absolutes as the basis of 


ether she be old or young, so we 
Which are basic and to which we 
abitual. 


TRADITIONAL BASIS OF (MORAL) BEHAVIOUR 


Certain habitual forms of 
other people in Subsequent 
forms of behaviour. Again, 
take the example of ‘ 
particular code of be. 


behaviour become traditionally accepted and 
Benerations model themselves on these accepted 
they may do this critically or acceptingly. Let us 
an officer and a gentleman’, This expression implies a 
haviour. There are certain things which it is acceptable 
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for an officer and a gentleman to do, such as escorting a lady, refraining 
from using obscene language, and displaying courage in the face of 
adversity. Equally, there are certain things which an officer and a gentleman 
ought not to do. He ought not to strike a lady, use obscene language, or 
show cowardice in adversity. 

Now, A may think that he would like to be ‘an officer and a gentleman’. 
He finds the idea emotionally satisfying and, as a result, he accepts quite 
uncritically the demands of the code of behaviour necessary. B, on the 
other hand, may compare the life of an ‘officer and a gentleman’ with a 
different mode of life, and decide in favour of it on emotional grounds, but 
he may also prefer it on rational grounds. He may see more point in being 
an ‘officer and a gentleman’ than in being something entirely different. He 
may not accept every detail of the demands made by the code as having 
rational justification. He refuses to regard it as a perfect absolute beyond 
question or the desire to question. But he may decide that on balance the 
elements of the code are much more reasonable and capable of justification 
than are the elements of the alternative forms of behaviour or way of life. 

In a similar way, members of a monastic order submit to the strict code 
of rules which govern the behaviour of all the members. In this case, the 
word ‘order’ is significant and indicates that all the members are governed 
strictly by the same unquestioned demands. 

The monk and the ‘officer and gentleman’ have one thing in common, 
namely that they submit to the demands made by their respective codes of 
behaviour voluntarily. They exercise free will or free choice in selecting their 
mode of life. In this way, the life of the monk and that of the ‘officer and 
gentleman’ differ from that of the ordinary member of society who has to 
comply with the demands of that society without having the opportunity 
to choose, unless he is prepared to accept the consequences if his choice 
leads to unacceptable behaviour. 


JUSTIFICATION AND MOTIVATION IN (MORAL) BEHAVIOUR 


This is an important point, since it raises the two new ideas of ‘justification’ 
and ‘motivation’ in morals. Justification, moreover, raises the problems of 
absolutism and expediency which we have previously mentioned, and the 
idea of a ‘utilitarian morality’. We must consider these terms carefully. 

The motive is the internal reason for doing something. We often hear 
someone say, ‘I felt moved to do so-and-so’, or ‘The urge to do so-and-so 
came over me’. The choice of form of expression is important in view of our 
definition of the terms ‘motive’, ‘inner reason’, and ‘inner urge’. It is easy 
to see that a man has an inner urge to become an ‘officer and a gentleman’, 
ora monk. The inner urge causes him to exercise his free choice and choose 
to become one of these in preference to many alternative ways of life. 
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Now one of the strongest motives for doing anything is the desire which 
human beings have for satisfaction. If we feel that a particular course of 
action will produce satisfaction, we are prone to undertake that course. If 
when we have undertaken it, the satisfaction we expected actually happens, 
we have one of the strongest motives of all for continuing with our chosen 
course. ; 

We can see now an important difference between the way of life which 1S 
the lot of everyone living in society, and the particular and specialized life 
chosen by an individual, as with the ‘officer and gentleman’ or the monk. 
Both the ‘officer and gentleman’ and the monk obey a code of rules to give 
stability to the community of which they are members. Society has even 
greater need of a code of rules governing the behaviour of all its members 
to ensure stability in that society. It cannot, in the interest of all its mem- 
bers, allow them all to do as they please until they find a code of rules to 
which they can submit themselves voluntarily, in order to derive satis- 
faction. 

For this reason, the terms ‘utilitarian morality’ and ‘morality of expe- 
diency’ are important. What we have written about absolutes, in both 
values and morals, Suggests that it is very difficult to maintain an absolutist 
position in the present age. We live in an age of expansion, and the only 
examples of life governed by absolutes Suggest a very narrow and con- 
stricted way of life. Such constriction results ultimately in rebellion and 
upheaval. 

One alternative is the "morality of expediency’, or the ‘morality of 
utility’. We do not do good because we Tecognize an absolute standard of 


à nest’, he may ask for a reason. The only reason that the abso- 
lutist can give 1s, ‘Because being honest is right’, which to the child seems 
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possibly, even to be trusted, he is motivated to be honest. He is not honest 
because of an absolute standard to which he is forced to conform, nor 
because he has weighed honesty against dishonesty on rational grounds. He 
is honest because being honest will bring him satisfaction, and, as we have 
seen, acquiring satisfaction is one of the most powerful of human motives. 
We shall have reason to return to this point in the final sections of this 
chapter, when we consider the role of the teacher and morality within 
education. 

However before we do this, we must draw together the main threads 
of our argument so far, and then give further consideration to morality as 
a separate concept from religion, a point which we have already briefly 
mentioned. 


SUMMARY OF MAIN IDEAS ALREADY MENTIONED 


Morality is concerned with good and bad behaviour. It is a social pheno- 
menon, since it involves the evaluation of the consequences of our actions 
for other people and their actions for us. 

We have seen that there is an ‘absolute morality’, but that this is virtually 
impossible to maintain. It is constricting in an age of tremendous expan- 
sion and, in a questioning age, virtually impossible to justify. Because of 
this, there is no such concept as ‘universal morality’, a code of behaviour 
or code of rules of conduct which is applicable to all societies, wherever 
they may be, irrespective of their stage of development, their history, aims, 
and values. 

Each society, then, develops a code of behaviour suitable to its own 
needs, to provide itself with stability. One of the most stabilizing elements 
in any society is tradition, so that there is usually a considerable traditional 
content in morality, especially in the code of conduct designed for all the 
members of society, irrespective of any special codes of conduct which 
they choose to follow, because of the satisfaction it provides. 

The general code of conduct designed to ensure stability for society may 
be supported by justifying explanations or by motivating explanations. The 
justifying explanation is based on reasons showing that the consequences 
of obeying the code of rules are in accordance with the requirements of 
reason. On the other hand, the motivating explanation gives the individual 
a reason for doing what the rules demand because it is in his own interest to 
do so. Whether a justifying explanation or a motivating explanation is 
given, society is using a morality of expediency or a utilitarian morality 
rather than an absolute morality. 

Members of society may follow the rules of morality thinkingly or 
unthinkingly. If they follow them thinkingly, they do so because, having 
analysed them, they find that there is justifaction for their existence. Such 
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people understand the thinking which prompted others to formulate the 
rules. The behaviour of people who follow the rules unthinkingly is a series 
of habits which have developed from habituated responses. It is easier to 
obey the code of rules automatically than it is to analyse them and deter- 
mine whether or not it is reasonable to obey them. ] 

But individuals adopt different ways of life within the overall life of 
Society. Some of these, as in the case of a monk, demand a very strict 
observation of the rules. Participation in such particular ways of life is 
voluntary, unlike participation in the general life of society, which is com- 
pulsory for all members of society. In these particular ways of life, the code 
of rules may be based on the values underlying the general code of be- 
haviour for society as a whole, but they may be more strongly stressed and 
allow less variety of interpretation. However, there is compensation for the 
extra rigour in the fact that those who undertake to live by the stricter code, 
are motivated to do so by the satisfaction which the way of life provides, 
and by the fact that they undertake obedience of their own free will. 
Voluntariness is permissible because the people concerned are old enough 
to understand the implications of the chosen way of life for them. 

But wherever we follow the argument about morals and morality, we 
arrive at the same idea that morality, morals and moral codes are all con- 
cerned with one primary object, namely the establishment of the good life. 
For the member of the monastic order the interpretation of ‘good’ may be 
an absolute one, the living of a life in conformity with the will of God. His 


code is based on the single command, ‘Be ye perfect, even as your Father 
in heaven is perfect’. 


For members of societ 
absolute values the mor. 
demand. Neverthel 


of morality. 


RELIGION AND MORALITY 


In Britain, the question whether mor. 
religion is not a vital one, since religiou 
in state schools. However, as such 


ality can be totally separated from 
s education is still retained by statute 
concepts as Humanism gain wider 
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acceptance and as more and more people in a materialistic age question the 
right to teach religion in schools, we are becoming more aware of this 
question. 

In a secula, educational system, the question is even more pressing. The 
problem is simply stated. If morality can be totally separated from religion, 
well and good. It matters little whether religion is taught in schools or not, 
since the school.can stili discharge its social responsibility of teaching 
morality. However, if morality cannot be totally separated from religion, 
there are very clearly definable consequences for both teachers and pupils 
in a secular educational system. 

In the first place, if the two things cannot be totally separated, the secular 
school can teach only an ‘approximate’ morality. Secondly, if they are not 
totally separable, those children whose parents do not ensure that they 
receive religious education at home or at church are deprived in the area of 
morality, compared with those children whose parents do. In all other 
areas of deprivation, the school seeks to redress the balance. In the moral 
Situation, the secular school is unable to teach religion to redress the 
balance. 

Thirdly, the committed Christian, or even those who have ‘leanings’ 
towards religion, must suppress their feelings when they undertake moral 
teaching in the secular school. Consequently, if morality cannot be totally 
separated from religion, such teachers are unjustly constrained in their 
moral teachings. In Chapter 13, we shall see that constraint is a denial of 
freedom. 

However we look at the problem, it is a delicate one. We have seen that 
indoctrination remains a nebulous term, because its unpleasant connota- 
tions make any discussion of the concept difficult. 

We have seen repeatedly in this book that once we leave the area of fact 
and enter the area of belief, we are on difficult ground, since it becomes 
increasingly difficult to bring publicly accepted evidence to support beliefs. 
Religion is the supreme example of an area of beliefs and also the area 
where it is most difficult to adduce convincing evidence. On the one hand, 
it is often argued that there is historical evidence that the ‘contemplation of 
God’ is the ultimate end of man. Those who accept this idea argue strongly 
that morality and religion cannot be separated. Others refuse to accept the 
idea and back up their refusal with the claim that what the first group of 
people call ‘evidence’ is not evidence at all. It is intuition, feeling, subjective 
impression, even a distortion of the facts by reading into history what we 
hope to find there. 

Again, there are some who argue equally weakly that because morality 
can be taught in a secular school, it must be capable of total separation 
from religion. This is a bogus argument, since, as we have already suggested, 
those who believe that morality and religion cannot be totally separated, 


244 | The Philosophy of Education 


are equally entitled to argue that what is taught as ‘morality’, in the secular 
school is not really morality at all. 

Both sides in this particular argument are at least concerned with the 
same thing, namely, providing something through education which will 
result in the good life for those committed to their care. Again, we can sce 
that the situation is problematical, since both sides will define the good life 
differently. The religious side will say that the good life is that which is 
founded on supernatural virtues, while the non-religious side will claim that 
it is founded on natural virtues. Few, like Aquinas himself and the Neo- 
Thomists, will accept that there can be any reconciliation of these two 
groups of virtues. Once a secular educational system is established, the 
most that will be admitted is that the Church is at liberty to teach super- 
natural virtues. The school is categorically forbidden to do so. 

Again, for those who receive teaching from the Church about the super- 
natural virtues and from the school about the natural virtues, there is no 
real problem. Provided with a kind of knowledge by both sides, they have 
the content necessary for them to make their own decision in adulthood. 
The real problem is posed by the child who only hears one side of the 
story, and is, as a result, never in possession of sufficient knowledge to 
allow him to make the decision whether he can live the good life and 
behave morally without religion. 

The philosophical problem which emerges from this discussion is simply 
Stated. As there are some children who, unless they receive religious 
education from the school, will never receive it at all and may even never 
encounter religion, are we justified in creating a secular educational system? 
Put in a slightly different way, the question becomes: are we entitled to 
teach religion in schools, with the possibility of offending an unknown 
number of people, to prevent a similarly unknown number of people from 
never receiving any religious education or contact with religion at all? 

Frankena (7) makes a determined attempt to analyse all the implications, 
including whether morality and religion are totally separable, what the 
implications are for the teacher of morality in the secular school, and 
whether the whole problem does not centre on two different interpretations 
of the word ‘spiritual’. The religious interpretation of ‘spiritual’ is both 
emotional and metaphysical, and involves such ideas as ‘communion with 
God’. The non-religious interpretation of ‘spiritual’ is also emotional, but 


the emphasis is more aesthetic, such as we saw James give to the term 
(Chapter 7). 


Frankena admits that moralit 
By this he means that morality, 
tions, is 
which i 
tianity 


y is ‘genetically’ (8) dependent on religion. 
as generally interpreted in Western civiliza- 
an outgrowth of Christianity. We often talk of the *Christian Ethic i 
mparts a ‘social emphasis’ in the good life. Humanism and Chris- 
are close in many areas, especially in their concern for the individual 
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and his rights. But, while Christianity is concerned for the supernatural 
man, the soul, and the metaphysical, Humanism is concerned solely with 
the natural man, the body, and the present, physical existence. 

An atheist philosopher such as Hume (9) would argue that the fact that 
Christianity and morality are genetically connected is no evidence that we 
cannot have complete morality without religion. If we leave the field of 
philosophy and turn to the psychologist Allport, we can see a similar argu- 
ment applied to human ‘drives’. Psychologists before Allport had argued 
that human drives, like animal drives, result from instincts. Instincts 
govern all our behaviour, and it is only because civilization makes the 
instinctive basis of our behaviour somewhat less obvious that many people 
think that man alone is not ruled by his instincts. 

Allport, however, argues that there may be an instinctual basis for human 
drives, and that, although originally instinctual, they ultimately become 
functionally autonomous. Once this happens, the connection is severed and 
the instinctual and the functionally autonomous drives become totally 
separate. A simple example of this is the habit of smoking. Some, following 
the Freudian line, may argue that smoking originates as a substitute for 
breast sucking, to reduce the need for oral gratification. This is stating the 
problem at the instinctual level. Later, however, a man may smoke for no 
other reason than that smoking gives him satisfaction. The drive (or urge) 
to smoke has now become completely separated from the original drive. 
The argument for the functional autonomy of morality would be parallel 
to this. The religious origins of morality, as we have defined it, are no 
guarantee that morality and religion cannot be totally separated. 

It is also possible to argue that morality requires religious motivation. 
This is a positive approach to motivation and one which says that many 
people are good only for religious reasons, because they wish to *obtain 
salvation". Again, there may be an element of negative religious motivation 
in some people's moral behaviour. They may fear that failure to live the 
good life will result in damnation, which, of course, they wish to avoid. 
However, we cannot argue from this that a// people live the good life only 
for religious reasons. We can find people who are motivated to live the 
good life and to do right because they believe, not in a Supernatural Being, 
but in such concepts as peace, and social justice. 


RELIGION: MORALITY: TEACHING MORALITY 


Frankena says, as we said previously, that once secular education is 
established, we are concerned with two main problems: firstly, whether 
within such education adequate moral teaching can be given; secondly, 
what those who teach morality are, and are not, permitted to do. 

Firstly, as we have just seen, there are some people who act morally 
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solely for religious reasons. For such people, it is helpful and even necessary 
to receive religious teaching. But we also saw that not everyone m 
religious motivation to act morally. Unless we can say that no one 
morally without religious teaching, we are not advancing a strong case fo 
condemning secular education. . 
Secondly (and this is a stronger piece of evidence than the first), no Ae 
completely moral without receiving religious teaching. But this is not t i 
same as saying that few people, or indeed nobody, can be adequately mora. 
without receiving religious teaching. We may in the end be compelled to say 
that, while perfect morality presupposes definite religious beliefs, everyone 
can be adequately moral without religious beliefs. In reality, we are saying 
that absolute morality is inseparable from religious belief, but that utili- 
tarian morality, rational morality, morality of expediency — call it what you 
will — is feasible without religious belief. Since the Church is always avail- 
able to cater for religious belief, this second reason is not sufficient to 
condemn secular education entirely. ‘ 
Thirdly, we can argue that most people are only adequately moral, if they 
possess religious ‘beliefs. This is at Once the strongest argument against 
secular schools, but, at the same time, the most difficult to substantiate. 
Apart from the difficulty of assembling evidence in a non-factual area, We 
are faced with the problem of defining the term ‘adequately’. A dozen 
people would give a dozen definitions. It could be argued that, as adequate 
morality is the morality of expediency, this is the best we can hope for, 
since even an idealist like Kant accepted that absolute morality was un- 
attainable generally. 
When we discussed indoctrination in Chapter 9, we had to decide 
whether content, method or 
indoctrination or not. 
consider the teaching 
‘spiritual’ in secular ed 
The teacher in the sec 


’, nor use the Bible to show that a man's soul 
can be saved only by his becoming a committed Christian. Here, we are 
really saying that the soul and Salvation are not one hundred per cent cer- 

i which we can, necessarily, produce sufficient 
- Therefore, the secular school forbids this 


him to hide the fact that he goes to chur 
making the deduction that this teacher’ 
solely by his religious convictions, H 


ch. Finally, it cannot prevent pipi 
S exemplary behaviour is mO 
is spiritual life shows itself in hi 
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physical life, and, since imitation is a method of learning, he may be 
instrumental in his pupils learning his way of life through imitation. 
However, the secular school can forbid this teacher to make any of these 
things explicit. He may not tell them overtly that he behaves as he does 
because of deep Christian convictions, that true Christianity makes it 
essential to separate the spiritual life from the ‘life of the flesh’. The teacher 
in the secular school can base his teaching only on human experience. 
Teachers must transmit a certain way of life because they can accept, on 
purely rational grounds, that such a life is desirable and good. They can 
only show that there are certain areas such as music and art which enrich 
life, and turn the necessary life into the comfortable life. This is the aesthe- 
tic, as distinct from the metaphysical, interpretation of the term ‘spiritual’. 
It is connected with culture rather than with religion. If we heed O'Connor's 
idea that the fifth aim of education is to train pupils to appreciate the 
culture of the past, we can only treat religious achievements historically, in 
a way that can be accepted equally in the presence or absence of religious 
belief. The work of Michelangelo and Mozart must be accepted as great 
painting and great music resulting from great artistic talent, not from the 
on motivation to paint or create music ‘for the greater glory of God’ 
What we have already stated explicitly has implied what the intention of 
the teacher in the secular school must be when he undertakes moral teach- 
ing. He is forbidden to convert any pupil to his own beliefs through his 
teaching. He must avoid ‘forming the pupil’s mind’ in a religious sense, as 
assiduously as Rousseau demanded that the teacher must avoid forming 
the child's mind in the intellectual sense. He may teach his pupils the 
desirability of living at peace with himself and his neighbours, in terms of 
commonsense and human experience. He may not attempt to communicate 
his experience of the ‘peace of God, which passeth all understanding’ and 
the desirability of attaining such peace. 
The most that the teacher in the secular school can do is to help pupils 


work out a ‘philosophy of life’. In this, he will subscribe not to the Christian 


ideal but to the ideal of Aristotle that the ultimate end of human life is 
ome to all men 


happiness. He will show that happiness is most likely to c 
when they behave morally, and that behaving morally thus leads to satis- 
faction. Since we have already seen that satisfaction is one of the strongest 
Motives for submitting to non-religious as well as to religious demands in 
moral contexts, sacred and secular may not be poles apart, except in 
explicit statements. 


THE TEACHER AS SOCIETY'S MORAL AGENT 
Although men frequently debate whether morality can be taught without 
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teaching religion, there are few who would deny that morality oa * 
‘tight conduct’) should be taught in school. Society generally agrees ^ ; 
morality not only can but ought to be taught. It also accepts that the bci 
is the one best qualified for the task. Again we encounter the problem o 
comfortable life and the necessary life. l " 
In Chapter 7, we suggested that one problem facing the teacher is d 
ensuring, through the curriculum, that the gap between the values of t 
general culture and the values of sub-cultures is narrowed. In the same way, 
since values and morals are connected, the teacher has to help certain 
children to reconcile the demands made by the general code of behaviour 
established by society and the 'sub-codes' accepted by smaller units within 
society. . 
The teacher, in the area of morals, is an interpreter. The philosopher 1S 
able to describe different types of life. The teacher must determine, in terms 
of the society in which he teaches and in terms of the experience of i 
pupils, which type of life it is best for them to lead. This is one example o 
the teacher having to consider the needs of the child in conjunction with 
the needs of society, and the demands developing out of them (see Chapter 
4). The teacher has to deal at the practical level with material which the 
philosopher considers at the theoretical level. As Brown (11) says, the ulti- 
mate aim of the teacher is to bring his pupils to understand the difference 


between right and wrong, between good (or socially acceptable) conduct 
and bad (or social] 


what O'Connor m 
the task of teachin 
his place in societ 


HERBART AND MORAL EDUCATION 


The teacher, then, must im 
pupils, form moral habits, t 
Teaching morality is not t 
since morality is neither kn 
is a process best underst 
regarded morality as the u 
describe the process was t 
dom'. The teacher must 


part the knowledge of good and bad to his 
each moral skills, and develop moral motives- 
he same as imparting knowledge or bui 
owledge only nor a skill only. Moral page ie 
ood in the terms used by Herbart (12), eon 
ltimate aim of education itself. His expression e- 
hat ‘outer compulsion’ must lead to ‘inner ned 
ensure that the individual passes from a st@ 


The Concept ‘Morals’ | 249 


state of order (Regierung) (13) to a dynamic state of self-discipline (Zucht). 
(14). The latter state is achieved only by the full development of individual 
personality. The transition from the static to the dynamic state is to be 
achieved by instruction (Unterricht) or teaching. Herbart stresses the vital 
Importance of interest as the intermediate goal of education. The process 
of instruction or teaching must involve the child. He must find satisfaction 
in his activities. 


PIAGET AND THE CHILD'S MORAL DEVELOPMENT 


This is not dissimilar to the developmental psychology of Piaget in the 
twentieth century. He says that the child's moral growth is parallel to his 
cognitive (intellectual) growth. He starts from a pre-school period of com- 
plete dependence on parental absolutes, and on teacher absolutes in the 
early years of the infants school. The earliest moral demands take the form 
of categorical imperatives (‘Do this’; ‘Do not do that’) issued by his 
Parents. The child learns that when he obeys these categorical imperatives, 
his parents are pleased. When they are pleased, he is satisfied. Thus by 
deriving satisfaction from his earliest forms of moral behaviour (obedience 
to absolutes), he is motivated to continue with this form of behaviour. Those 
who advocate that the child should be allowed to develop a pragmatic 
morality, even at this early age, ignore two main points; how he acquires 
the necessary experience, and how he is protected from (possibly) serious 
harm while he learns pragmatically. The ‘discipline of natural consequences’ 
(15) can be a hard master in the school of morality. 

When the child goes to school, he transfers many of his feelings for his 
Parents to his teacher. Consequently, he is prepared to obey her impera- 
tives for the same reason that he obeyed those of his parents, namely, to 
Please her and to derive satisfaction from experiencing her pleasure. 
However, the teacher gradually structures moral problem situations, just as 
she structures other learning situations. Socialization is one of the aims of 
the infants’ school. We saw earlier that morality is a social phenomenon, 
and consequently social situations are the early contexts for moral be- 
haviour. Gradually, the transition is made from ‘all imperatives’ to “some 
imperatives and some rules’, though the rules are often explained by the 
voice of the teacher. From there, the child progresses to obedience to 
impersonal rules which are rationally based. He learns that if he obeys the 
rules as he obeyed the parental voice and the teacher's voice, his behaviour 
gives pleasure and he still derives satisfaction from pleasing those whom he 
loves and respects. He also learns that infringement of the rules can lead to 
his exclusion from the group. His rational understanding of the rules still 
depends on his actually experiencing the consequences of good and bad 
behaviour. 
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When the child reaches the ‘formal operational’ stage of development at 
eleven or twelve years, he is able to think gradually in terms of ideas which 
develop out of his earlier physical experiences. He is now able to think in 
terms of the concepts ‘right’ and ‘wrong’, to visualize the consequences of 
particular courses of action (without actually experiencing them), just as he 
is able to formulate hypotheses and test them against available data in the 
cognitive field of science. 

We can see the relationship now between these stages of moral (and 
cognitive) development, and the stages of character development which we 
discussed in Chapter 11. But each individual is not merely allowed to 
develop according to his own whim. The teacher, the practical interpreter 
for the pupils of the theoretical morality of society, knows what charac- 
teristics he wishes to develop in all children so that they will behave in 
socially acceptable ways. Although he does not wish to stifle individuality, 
he does not wish development to be purely random. 


MORALITY AND CHARACTER DEVELOPMENT 


In Chapter 2, where we described education as a process of initiation (into 
culture, morality, etc., as we now appreciate), we suggested that although 
all children are initiated, not all benefit equally from such initiation. €on- 
sequently, although all children pass through this process of moral educa- 
tion, not all of them emerge as sterling citizens who will behave at all times 
in a socially acceptable manner. ; 

The connection between moral education and character development 15 
à most important one. Indeed, many would claim that it is as important as 
the acquisition of knowledge, since it is little use possessing a vast store id 
knowledge if we estrange ourselves from Society by our im-moral behaviour. 
Peters has emphasized the importance of values as well as knowledge in 
education, and the transmission of both by morally acceptable methods. 

Peters states that if we accept the Freudian point of view, the child begins 
life with a Strange, unruly amalgam of wishes upon which is gradually 
imposed a code of Social demands or rules, which make some ways of 
gratifying wishes acceptable and others unacceptable. Little by little, life 
becomes a rule-following process. The particular style of rule-following 
which the child adopts determines his character. We can see now the con- 
nection between what we wrote earlier about the five stages of character 
development, suggested by Cronbach, and what Peters is saying here. The 
five stages can be called five approaches to rule-following. The rules are 
moral rules. 

Peters continues by saying that the educator must decide what type of 
character he wishes to develop in the child, just as we saw earlier that Lord 
James suggested that the educator must decide what type of individual he 
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wishes to develop through education, using the content of the curriculum 
to achieve these ends. The important point, in both instances, is that the 
individual can learn to apply the rules or conform to the demands rigidly, 
mechanically, and without possessing insight into the demands or the 
the reason for their being made, or he can perform what is required of him 
rationally, understanding not only what is required but wAy it is required. 

It is this latter state which Peters is concerned to develop, since he 
declares that his wish is that a person of autonomous (16) character shall 
be developed, who follows the rules in a rational manner. To achieve this, 
he must subscribe to principles of a high order which enable him to follow 
the rules intelligently and permit him to modify them objectively in the light 
of changed circumstances. It will be seen that the pragmatic approach does 
not cater adequately for the acceptance of principles of a high order as 
criteria for the development of behaviour, and that the true absolutist 
approach does not encourage the individual to make modifications. 

One of the most important of the principles envisaged by Peters is 
objectivity, which has virtually been the theme of this book. At the outset 
We suggested that all problems ought to be brought to the criterion of 
reason, to determine precisely how well they measure up to its demands. 
To achieve this, the individual must, says Peters, go beyond that level of 
Cognitive development to which Plato gave the name orthe doxa (17). 

The above is the view of one philosopher/psychologist. We shall end this 
chapter with the definition of morality by another philosopher/psycho- 
logist, Piaget (18). It is briefly expressed, but not essentially different from 
the ideas of Peters: 


‘All morality consists in a system of rules, and the essence of all morality 


is to be sought for in the respect which the individual acquires for these 
rules." 


The method of acquiring respect determines character for the individual. 


NOTES AND REFERENCES FOR CHAPTER 12 


1 ‘Ostracism’ is a word which came into being with the Athenian government 
reforms introduced by Cleisthenes (‘Father of Athenian democracy?) in the 
Sixth century p.c. An ostrakon was a piece of pottery on which was recorded 
the name of anyone whose banishment seemed to be ‘in the interests of the 
state’. Any person whose name appeared on the potsherds of 6,000 citizens, 
was compelled to go into exile for ten years. His property in Athens, 
however, was not confiscated. During the whole time that the system was 
in being, no more than ten people were ostracized. There have, however, 
been some remarkable finds of potsherds bearing the names of some of the 
most famous statesmen of Athens in the sixth century B.C., including 
Aristides (who was actually ostracized), Themistocles, who made Athens 


Strengthen her fleet, and Megacles, uncle of Pericles, the greatest Athenian 
Statesman of the fifth century B.C. 
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world, the flesh and the devil’. In ecclesiastical Latin it came to r 
‘heathen’. 
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epe i ie mata) to thei logical conclusion. Hume wrote Treatise on 
base jum bius w^ : e years 1734 and 1737. He subsequently wrote 
SRM EA: a n erstanding (compare Locke s essay Concerning 
DELE standing) and Dialogues Concerning Natural Religion. The 
Concerned Stine Nature deals with understanding, passions, and morals. 
ia with reason and experience (empiricism) he writes at one point: 
enerally speaking, the errors in religion are dangerous; those in philo- 
sophy only ridiculous.’ 
cute lr to the *motto' of the Society of Jesus (Jesuits) was ad 
RC ee nie to the greater glory of God'. Even today, in certain 
to " 5 e present writer has seen the abbreviaion a.m.d.g. at the 
P of a pupil's work next to his name. 
General Philosophy in Education, L. M. Brown (McGraw-Hill 1966). 
For an account of the whole structure of Herbart's thinking on education, 
the reader is referred to Doctrines of the Great Educators, R. R. Rusk 
(Macmillan, 1957 edn, which contains an additional chapter on Dewey). 
Readers should note how the idea of Regierung can be detected through its 
association with such words as ‘Regimen’ (strict routine). There is a ten- 
rag among teachers to confuse the concepts ‘order’ and ‘discipline’. They 
alk about ‘keeping discipline’ when they should really say ‘maintaining 
order’. The poor disciplinarian is often the teacher who, because he never 
establishes order at the start of a lesson, never has an audience sufficiently 
Teceptive to respond to Unterricht (instruction or teaching). Consequently, 
their lack of attentiveness makes it impossible for them ever to become 
interested or involved in the lesson, and thus to discipline themselves 
through active participation. 
Resulting from character training. 
The ‘discipline of natural consequences’ is advocated by both Rousseau and 
Herbert Spencer, although the latter, seeing the potential dangers of taking 
the idea to its logical conclusion, warns that children should not be allowed 
to suffer the most serious consequences of their behaviour. For example, it 
is more sensible to warn a child of the possible danger of climbing trees than 
ae him to discover this for himself by falling out of a tree and breaking 
eg. 

In moderation, the discipline of n 
natural moral education of every child. 
situations where some act of behaviour transgr 
acceptable and results in the group's showing eit 
pleasure. We cannot save children from learning the co 
actions if we wish them to become socialized. Socializa 
experience. Although theoretical (adult) guidance can 
cannot prevent him from the empirical acquisition of 
knowledge. : 
The Greek word autos means ‘self’, and the autistic child is one who 
withdraws into himself, who refuses to communicate. 

The three levels of cognitive experience recognized by Plato were: 


atural consequences is part of the 
All children find themselves 10 social 
esses what the group finds 
her mild or serious dis- 
nsequences of their 
tion is à practical 
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social and moral 


doxa — opinion 
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knowledge. 
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If we relate the term ‘orthodoxy’ to what we said about the stages of 
character development (in Chapter 11), we shall see that it often means 
little more than unthinking acceptance of and conformity to ideas and 
ideals. An irrational conscientious person is often completely orthodox, 
but has little knowledge of the ideas which result in his conformity. 

18 The Moral Judgment of the Child, Jean Piaget (Free Press 1948). 


Chapter 13 
The Concepts ‘Freedom’ and ‘Authority’ 


Throughout this book we have seen that it is difficult to isolate any concept 
within the ‘family’ of education and to study it without discovering that it 
has important relationships with other key concepts. Thus culture was 
related to curriculum, training to education, conditioning to teaching, 
value-judgments and values to morals. For this reason, we presented ‘tri- 
logies of concepts. But we also found that concepts could not even be 
limited to the trilogies in which they were placed. To take but one example, 
we found that culture in the second trilogy was connected with values in the 
third. 

Consequently, we should not be surprised to find that our final pair of 
Concepts, ‘freedom’ and ‘authority’, are related educationally in a most 
Significant manner. At first glance, it appears that they are poles apart, that 
they are opposites, like the ‘bi-polar’ personality factors (1) developed by 
Cattell. Indeed, Nash (2) describes freedom and authority as ‘principal 
Polarities’, and, because of this, we shall first examine each concept 
separately. However, Nash continues by saying that they can be broken 
down into a number of 'sub-polarities', each of which represents an aspect 
of the main polarity. In the same way, the personality of an individual can 
be broken down into a number of bi-polar factors, e.g. dominance and 
Submissiveness. But no individual is wholly dominant or totally submissive. 
Some people may have a predictable tendency in one direction or the 
Other, while others, nearer to the centre of the ‘continuum (the scale 
between the two poles), are dominant and submissive in arena 
equal proportions. It is for this reason that after analysing the pater 
hae separately, we shall discuss important interrelationships betw 
them. 


THE CONCEPT ‘FREEDOM’ 
3 i reedom 
To set ourselves the task of undertaking a complete analysis of fi 


would be almost as difficult and lengthy as undertaking a full analysis n 
knowledge. But, as with concepts already analysed, some poer m 3 

the meaning of freedom itself must be undertaken before its full sign! se 
in educational contexts can be appreciated. Although we haye es Se 
freedom with authority, and Ross (3) paired freedom and discipline, : » 
pairings are important sub-polarities rather than the polarities themselves. 
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For this reason it is significant that the single word *Freedom' is the title of 
Maurice Cranston's book (4). 


FREEDOM AND LINGUISTIC ANALYSIS 


Cranston begins his work by inviting the reader to consider how much or 
how little we really say when we make the statement, ‘I am free!’ Syn- 
tactically, the sentence is simple (5), and has exactly the same structure as 
'] am hungry’ and ‘I am cold’. But there the resemblance ends. The sen- 
tence ‘I am hungry’ is complex neither in terms of syntax nor in terms of 
ideas. It simply means that I need or want food. ‘I am cold’ is a little more 
complex. Taken literally, it means that I am physically in need of heat. 
Taken metaphorically, it means that, as a person reacting to other persons, 
I lack emotional warmth. We understand both these statements because 
we have tested them empirically. We understand as the result of first-hand 
experience. But if I say ‘I have knowledge’, my hearers are not so clear 
about my meaning. Not only are there many areas of knowledge, but, as 


(area of knowledge), or ‘What do you mean by knowledge?’ (definition of 
knowledge). Similarly, after the statement, ‘I am free l, we should feel com- 
pelled to ask, ‘Free from what? (area of freedom) or ‘What do you mean 
by freedom? (definition of freedom). We shall return to the problem of 
freedom from...’ in the final Pages of this chapter. For the moment, we 
would do well to remind ourselves that (in Chapter 3) we found it was 
meaningless to say, ‘I am trained', since the person to whom we addressed 
the statement, merely asked, ‘Trained for What?. Thus at the outset, 


The Concepts ‘Freedom’ and ‘Authority’ | 257 


gtaveyard of the human species’ (artificial constraint of the social system 
of his day). In a modern psychological context, if a child performs badly 
at school because his ability is low, his educational attainment suffers from 
natural constraint. But, if his performance at school is poor because poor 
environmental factors, such as a poor home, prevent his ability from 
developing, then his progress is hindered by artificial (man-made) con- , 
Straint. Similarly, equality of opportunity becomes an important issue only 
When some are denied opportunities because of artificial constraints. One 
of these in the past was the irrelevant criterion of wealth for deciding who 
should be admitted to grammar school, or to Oxford and Cambridge. 

Cranston, approaching freedom from the linguistic standpoint, says that 
adding adjectives to qualify ‘freedom’, a technique which we ourselves 
examined earlier (Chapter 3), may only make for greater obscurity instead 
of greater clarity. For this reason, to think that such adjective/noun 
expressions as ‘economic freedom’ or ‘religious freedom’ make the term 
freedom’ clearer is fallacious, since they merely lead us to ask what is 
meant by ‘religious’ and ‘economic’. 
; Instead of saying, ‘I am free’, I can say, ‘I feel free’. The difference here 
315 similar to the difference between saying, ‘I know that people are cruel’, 
and, ‘It is my experience that people are cruel’, or between ‘Bradman was 
the greatest batsman who ever lived’ and ‘I always feel that Bradman was 
the greatest batsman who ever lived’. In all three cases, the more dogmatic 
form of the claim is the more likely to be challenged and the more easily 
contradicted. 

In his second chapter, Cranston gives three important interpretat. 
the Statement, ‘I feel free’. These can be shown as: 


ions of 


1 The individual is given the opportunity to indulge his desires, pre- 


ferences, etc., without being debarred by authority. Thus, when the 
medieval universities were founded, individuals were free to pursue 
Secular knowledge of their own choice without being forbidden to do so 
by the authority of the Church. Again, if I cease to be a teacher and 
become a navvy, I may be able to indulge desires and preferences which 
the authority of public opinion prevented me from indulging when I 
Was responsible in my capacity as a teacher (public servant) for the 
well-being of children. i 

A person masters a habitual weakness, e.g. the habit of smoking. For 
Many years, unable to break the habit, he reproached himself for being 
weak-willed. However, when in the end he does give it up, he 1s free 
from his weakness. 

One exchanges one bondage for another. A man completes the 
decoration of the entire interior and exterior of his house and feels 
Teleased from bondage. But he is really only free to become ‘enslaved 
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by his garden, which has gone to ruin while he was Siig ings 
The change may appear in the guise of freedom and give a feeling o 
freedom. 


Another important point is that words can be used descriptively, vu E 
in a matter-of-fact manner, or emotively, that is, in a persuasive mann r 
We made a distinction (in Chapter 10) between factual statements i. 
value-judgments, and issued a warning that it is dangerous to confuse s 
two. Similarly, it is dangerous to confuse the descriptive and emotive use i 
words. The descriptive use of words is in the cognitive or telee 
sphere, the sphere of rationality, impartiality, and objectivity. The ew 
tional sphere is the sphere of preferences, prejudices, bias, and subjectiv sh 
Again, we are reminded of the difference between factual statements a : 
value-judgments. 'Latin is a language' is a statement of fact; Latin io 
language which ought to be studied by all intelligent people' is a Ke 
different type of statement. We became aware of a related problem w a 
(in Chapter 2) we saw the importance of distinguishing between a puy 
and stipulative definitions. Cranston says that the descriptive meaning O 


s ub as É ; ; se 
freedom varies with different contexts, but its emotive meaning, for tho 
who value freedom, remains constant. 


DEFINITIONS OF FREEDOM 


In Chapter 2, we began with a number of definitions of the term ‘education’ 
taken from writers throughout history. This was useful for two reasons; 
firstly it showed whether there was any detectable consistency in the content 
of the definition, or whether each man found education to be something 
quite different from the rest; secondly, it was useful as showing that in the 
end there was no unitary definition of ‘education’ which we could accept. 
Instead we decided on certain characteristics of education which were 
important to all those who receive education and to all those who examine 
education philosophically. We can centre our own thinking (and acting, s 
the serise of practical teaching) upon these common areas or characteristics. 
Itis, therefore, interesting to see that Cranston gives a number of definitions 


of freedom (or liberty) spread over a period of many centuries. These 
include: 


"Liberty is a perfection of the will' — 
"Liberty or freedom si 
Hobbes (7). 


‘Liberty . . . is the power a man ha 
action’ — Locke. 


“By liberty we can only mean a power of acting according to the determina- 
tion of the will’ — Hume. 


Duns Scotus (6). ase d 
gnifieth properly the absence of opposition 


$ to do or forbear doing any particular 
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‘Freedom is independence from anything other than the moral law 
alone’ - Kant. 

Freedom is spontaneity of the intelligence’ — Leibniz (8). 

‘Freedom is necessity transfigured’ — Hegel (9). 

A free man is one who lives according to the dictates of reason alone’ — 
Spinoza (10). 


FREEDOM: INTELLECT: WILL 


Three important concepts emerge from these definitions — will, reason, 
intelligence. We can now see that freedom implies responsibility, since 
freedom is the absence of determinism. We are free to act, unlike the 
Calvinist who is constrained by predestination (11). Therefore, if we are 
free to act, we are free to do wrong or right. If we are constrained to do 
right, we lose our freedom of choice and consequently a Very important 
pe of freedom. Freedom of action makes responsibility for action 
inevitable, 

At this point we return to the subject of Chapter 12, namely, morals. If 
We are to choose between right and wrong in a way which is not predeter- 
mined, we must bring intelligence to bear. If we merely conform, either 
because we have been ‘conditioned’ to conform (our freedom having been 
taken from us) or because we do not wish to think about the implications 
of conforming (abdication from freedom), we lose our freedom. —— 

The next problem is whether the will is the intellectual or emotional 
agent of our actions. If we act intellectually, we act in accordance with 
reason. If we act emotionally, we act according to whim or caprice. For this 
reason Herbart saw the strong connection between the intellectual and the 
Moral content and processes of education. Herbart declined to accept 
freedom of the will as the possibility of motiveless action and arbitrary 
Choices. They were mere caprice, which could result in the replacement of 
freedom by licence. It would also deny the educator any freedom to gevan 
desirable characters in his pupils. On the other hand, he wished to avon 
the sort of determinism in education which is present in the Calvinist inter- 
pretation of human behaviour in life. For this reason, he writes im 
education would be tyranny if it did not lead to freedom. In a paradoxica 
Statement, defining the task of the educator, he says that ‘he ane 
Mine the child to the free choice of good’, a problem which we considere 
as central to teaching morality (see Chapter 12). 

Herbart saw an essential connection between k 


Knowledge was that which prevented acts of will from 


nowledge and will. 
being merely arbi- 


ary. Unl i "d with the right experiences in 
ess the educator supplies the child w is basicto the 


School, he cann i i ledge which 1 
is ot enable him to acquire the knowledg j 
Making of right choices. In Chapter 4, we saw that the Naturalist school of 
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educators believe that they, and they alone, give the child freedom, he 
jecting him to the negative non-determinist education advoca jes 
Rousseau. If Herbart is right, the Naturalist school and their X i 
counterpart the non-directive educators, may well be denying t r eue 
the very freedom which they seek to give him by failing to provide o; 
with the necessary knowledge on which alone meaningful choice can : 
based. We shall have more to say on this point in the closing stages o 
this chapter, where we shall consider the idea that one can only have ony, 
sort of ‘freedom from ...’ only ‘on the authority of’ somebody or some 
1 " P : 
gite of what we have just written, and because we shall consider 2 
arguments further after we have given some consideration to the PRE 
of authority, it is relevant and, indeed, necessary to close this section o 
freedom with the definition (stipulative type) which Nash gives in the 


introduction to his book Authority and Freedom in Education. Significantly, 


because he believes that authority is the ‘provider of freedom’ (or, as we 
have said, we can have ‘freedom from’ only ‘on the authority of”), he 
reverses the order of the concepts in our title for this chapter. After defining 
authority as ‘that which exercises a force or influence over us’, he defines 
freedom as ‘the power to achieve, choose, become’. This is a dynamic 
definition in keeping with Herbart’s ideas that ‘outer compulsion’ in educa- 


tion can lead, and must lead, to ‘inner freedom’, or the freedom which self- 
discipline gives to ‘achieve, choose, become’. 


THE CONCEPT ‘AUTHORITY’ 


In one important way, the concept ‘authority’ reminds us of the concept 
‘freedom’, analysed in the first part of this chapter. Neither is a unitary 
concept, and, just as we found that there were different types of freedom, 
so we find there are varieties of authority. 

Moreover, when we examine the term ‘authority’, we are reminded of the 
terms ‘aim’ or ‘aims’ (analysed in Chapter 5), for it is possible to have 
‘authority’, ‘the authority’, ‘the authority of’, ‘an authority’. We shall see, 
later, that the teacher is ‘in authority’ ‘on the authority’ of society. 


ETYMOLOGICAL DEFINITION OF AUTHORITY AND ITS IMPLICATIONS 
The word ‘authority’ comes from t 
‘presence’ or ‘bearing’, and was the w, 
of a dignitary. This could well be the 
‘authority’ has an ‘aura’ about it. 
Because of this idea of the ‘ 
association of ideas between 


he Latin auctoritas, which erm 
Ord used to describe the d 
Teason why Peters says that the wor! 


Presence of a dignitary’, there is often e 
authority and power. The early Roma 
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cons 1 . 
i ned yd een with the supreme power of life and death over the 
psc 2 oman pater familias also had similar power over all 
$065 à niea dosage ias In this respect, his authority exceeded that of 
piecitlentlave ie pnan father, although in many other respects there is 
Rana RO een them. Heitland (12) also tells us that, although the 
dana A ) did not have the legal authority or power to pass a law, 
centuri 3 es Pei a peace, its moral authority was such that for 
y pesci speci T things without anyone questioning its legal right to 
This evi e power of its presence" or ‘aura’. 
MB, pe ther © a most important point. Authority can be imposed, in 
piysieal power e ix always, at least in the background, a suggestion of 
erecti wise or force to give backing to the authority. There is a parallel 
Biljsction v o said on page 258 about exchanging subjection to 4 for 
Biiteder o x es calling this freedom. Thus, when the Romans rid 
voluntarily acce s Wu power and authority of their early kings (14), they 
of the, Ganeuts p = the authority of the senate and the supreme authority 
authority and As uch was their relief at ridding themselves of the imposed 
five hundred Los a different type of authority in its place, that nearly 
return of the $ rs later the Romans were still haunted by the fear of a 
Julius Caesar "iil For this reason it is significant that in Shakespeare's 
height of fi e main character rejects the offer of a crown when at the 
W is powers. 
S er already see why many thinkers 
oa oo A man with the power o 
endian dies a tremendous responsibility thru i 
death his ov at Lucius Junius Brutus, one of the first pair of consuls, put to 
Vested dn ie two sons for attempting to restore the kings. The authority 
attemptin ^d by the people gave him the power to order that anyone 
the peo "e o restore the kings be put to death. He had a responsibility to 
ple to see that the order was carried out, even if it meant executing 


hi UR 
s own sons, if they were the ones who disobeyed. The reader should note 


tha i i H H c 

m this action represents in human terms the ultimate 1n objectivity of 

e ment in a situation where subjectivity would be most likely and most 
asily understood. 


pair the concepts of authority 
f life and death even over his 
st upon him. Roman tradi- 


T 
YPES OF AUTHORITY 


(0) y " 
md general introductory remarks about the nature of authority are 
b rol for an understanding of the different types of authority which is 

Subject for analysis in this section. The names of the types are assigned 


by Max Weber (15). 
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CHARISMATIC AUTHORITY 


This type of authority need not detain us long, since it will not be a charac- 
teristic of the teacher, as we use the term, although it is typical of some of 
the greatest of the world's teachers. Charismatic authority has the closest 
ties with the idea of ‘presence’ or ‘bearing’ and of the impact made by these 
characteristics on others. The ‘presence’ results from the singular wisdom, 
bravery, or similar virtue, of the individual concerned, and of the norms or 
standards which such qualities engender. 

The most obvious possessor of charismatic authority is Christ himself. 
Indeed, the word 'authority' is used most significantly in relation to Christ E 
teaching in the Gospels. It is stated that *He taught as one having authority 
and not as the Scribes’ (who were the traditional religious leaders). The 
Scribes were authorities on the Mosaic Law on which the Jewish religion 
was founded. Yet the presence and the wisdom of Christ, and the power of 
his teaching, were such that they transcended the traditional wisdom of the 
accepted religious leaders, and so undermined their authority that from 
that moment they began seeking ways of removing the threat. 

The norms or standards which have resulted from this transcendental 
authority are typified in such absolutes as: ‘Be ye perfect, even as your 
Father in heaven is perfect’. The scribes had the authority to utter such 


categorical imperatives, but they could not justify them, as Christ could by 
the perfection of his own behaviour. 


TRADITIONAL AUTHORITY 


Traditional authority rests on the es 


, tablished belief in the sanctity of tradi- 
tion and the legitimacy of the status 


Which this bestows. We have excellent 
examples of this in the moral authority of the Roman senate and the 
authority of the Scribes, Long acceptance of the legitimacy of the senate $ 
actions gave it a power which Was as strong as any legal power until deter- 
mined individuals challenged it. Indeed, the whole of Roman life for the 
greater part of the life of the Republic (16) was based on norms and 
standards established by what was called mores maiorum (17), i.e. ancestral 
tradition. It was an extremely conservative tradition which can be summed 
up in the expression, "What was good enough for my father is good enough 
for me’. Similarly, long acceptance of the pronouncements by the Scribes 
on doctrinal issues endowed them with tremendous traditional authority 


and, hence, with tremendous power over the thinking and actions of the 
Jews. 
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LEGAL-RATIONAL AUTHORITY 


In View of what we have said about the characteristics of charismatic and 
traditional authority, the reader ought to be able, with the aid of the term 
itself, to state the characteristics of legal-rational authority. Like all 
authorities’, this makes claims and issues commands. But the right to make 
those commands rests not on the singular qualities of those who issue them, 
Nor on the traditional acceptance of the individuals and their rights, but on 
the legitimacy of the demands they make. The legitimacy is not based on 
acceptance as it is in the other types of authority, but on the rational basis 
of the demands themselves. Moreover, the people subjected to the demands 
must understand and accept the rational justification. Thus while St. 
Augustine could demand religious obedience through faith, St. Thomas 
Aquinas was required to present the rational basis for belief in God and the 
right of the Church to demand specific forms of behaviour, through its 
doctrine and dogma. 

Rulers and teachers possess legal-rational authority. Both have to make 
laws or rules to guide conduct. Both are backed by authority. At certain 
times, both have been able to make absolute rules and demands which the 
Present day does not accept as part of their authority. The arbitrariness of 
the teacher's absolute command is no longer regularly or automatically 
tolerated by the learner. If the rules which learners are expected to obey are 
to be acceptable and meaningful, they must be rationally justified. Then 
their reasonableness will be seen and the demands which they make 
accepted. At this juncture we can see the connection between authority and 
what we said about values (Chapter 11) and morals (Chapter 12). It is a 
type of freedom (namely) ‘freedom from absolutes’, which gives people the 
Tight to demand rational explanation and justification when legal-rational 
authority makes demands. The monarch whose authority was vested in 
him by the Divine Right of Kings was in the absolutist position, and far 
different from the king who rules by legal-rational authority. 


HISTORY OF AUTHORITY: RULES OF DIFFERENT AUTHORITIES 


All three types of authority introduced above make rules and require them 
to be obeyed. Moreover, each requires them to be obeyed for different 
Teasons; that is why it is so important to distinguish one type of authority 
from another. When charismatic authority, so much above and beyond the 
Teach of other authorities, makes its demands, they are obeyed just because 
they come from such an authority. Christ's rules were so far in advance of 
anything that the Law of Moses demanded, that their very uniqueness 
commanded respect. The sayings of Confucius stand in a similar relation- 
ship to conventional wisdom. 
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The history of educational thought is really the history of one traditional 
authority after another establishing its rules which become embodied in 
the curriculum. For a time the authority is accepted, then it is overthrown 
and another tradition, another authority, is established. Thus when Rome 
fell, the world lost its stabilizing element. Stability was completely depen- 
dent on the authority and power of Rome. 

The next authority was the Church. This took over the task of bring- 
ing unity and stability. It did so by controlling the thoughts and minds 
of men by the establishment of doctrine and dogma. Men exchanged the 
freedom to think for themselves for the stability of a newly-established 
authority which became traditional and remained so for a thousand 
years. 

The traditional authority of the medieval Church was challenged by the 
Renaissance, the revival of classical learning. The authority of the Classical 
scholars rested on the works of Greek and Roman writers. Their ideas were 
accepted because the breadth of their thinking freed men's minds from the 
constraint of the teaching of the Church. Classical Latin replaced ecclesias- 
tical Latin and became the traditional authority in the curriculum. 
Ultimately this new authority became a form of constraint, since the rote- 
learning of Latin grammar was as deadening as the constricting doctrine 
and dogma which the Church had imposed. 

The Reformation was a religious protest against the dominance of the 
Church through the priesthood, parallel to the secular protest of the 

Rencissance. The reformers, who were subsequently known as Protestants, 
denied the right of the Priesthood to interpret Scripture for the laity. Their 
slogan, ‘Every man his own Priest’, was a demand for freedom made on the 
authority of the Scriptures themselves, since nowhere in the Scriptures 
could the reformers see any justification for the establishment of an élite to 
interpret the Bible for the masses. The meaning could be given to indivi- 
duals through ‘revelation’, which was the prerogative of God, not of the 
priesthood. 
sectarian rivalries, and education 
ectarian creeds, or the same basic 


Constraints on the individual. In religiou 
to substitute th 
The two autho 


: s matters, too, Rousseau attempted 
€ authority of nature for the constraint of ritual and dogma: 


rities were alike demanding freedom from artificiality, on€ 
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predominantly in the religious sphere, the other predominantly in the 
Social and educational sphere. 

From this time, we can trace the rise of the individual. The individual, 
once he has won rights from authority, is obviously much less bound by the 
Constraints of that authority. However, he is given freedom as distinct 
from licence. If an individual denies the right of authority to control him 
in his own interests and in the interests of the rest of society, he assumes 
the responsibility of acting in the best interests of all concerned. 

It seems, then, that on the one side there is absolute authority which, 
when backed by force, becomes authoritarian, and even when not backed 
by Physical force becomes dogmatic, while, on the other hand, there are 
individual freedom, rationality and responsibility. 


VOLUNTARY ACCEPTANCE OF AUTHORITIES AND THEIR 
PRONOUNCEMENTS 


Less dogmatic than the expression ‘the authority’, which has undertones 
of absolutism, is the expression ‘an authority’, which, as we shall see 
ina moment, has much more in common with reason and responsibility. 
Just as we found it less dogmatic and less prescriptive to talk about 
aims in education’ than ‘the aims of education’, so it is less absolute and 
p PON to talk about ‘an authority on’ rather than ‘the authority 
of? 

There is, too, an essential difference (difference in nature o 
authority of? results in rules which must, for one reason OT 
Obeyed. Even reason can become, and did become historically, an absolute 
authority. If we are ‘an authority on’, we specialize in pronouncements of a 
learned nature, rather than in rules to be obeyed. However, our pronounce- 
ments may result in rules which a man accepts voluntarily. Our pronounce- 
ments help him without demanding that he sacrifices freedom of action. 
He can see the reasonableness of acting in accordance with the pronounce- 
ment of the expert. A simple example will illustrate this. i f 
, Tama very keen gardener. An authority on gardening writes an article, 
in which he says that those who grow cabbages would be wise to spray 
them, at an early stage in their development, with a liquid which is lethal 
to caterpillars. Another authority writes that roses in the south of England, 

ecause of the small amount of sulphur in the atmosphere, are prone to 
‘black spot’, a disease which kills the leaves, and, since roses ‘breathe’ 
through their leaves, this can be very dangerous for the rose trees. Each 
article ends, not with a categorical imperative, but with a ‘good tip’ which 
is based on informed opinion (see Chapter 10). One says: ‘A good tip’ for 
all gardeners is to spray cabbages in early Spring with x’; the other: ‘A 
good tip for rose-growers in the south of England is to spray your roses 


r type). ‘The 
another, be 
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with Y in early Spring, to lessen the likelihood of their being attacked by 
Spot." , 
eC oe freedom of choice in both matters. Basically, if we wish to prom 
healthy cabbages or healthy roses, we should accept the good tips as ns 
and obey them. But they are not stated categorically. We are likely to o ‘ 
them because we can see the reasonableness of the contents, and becaus 
the wording is calculated to win acceptance. afe 
Again, there are authorities on Shakespeare. These people do not s : 
facts but express informed opinions which, because of their acknowledges 
expertise, are accepted by those less expert. But such authorities have S 
right to demand acceptance. Certain of them become traditionally accepte f 
For example, for the layman, Cornford's translation of The Republic E 
Plato is accepted as 'the best’. If one expert so outstrips all others is : 
given field, he may even be accepted as ‘The authority’. In this case, he » 
what amounts almost to charismatic authority, which gives him an aura 0 
traditional acceptance. But the pronouncements of all such experts are 
'authoritative' as distinct from ‘authoritarian’. 
the expert is to give factually correct informa- 
rifiable evidence. The expert's responsibility 1S 
Xpert from error or to prevent his mind es. 
r. Thus in terms of what we said about "libera. 
education' (Chapter 8), we can say that the 'authoritative pronouncements 
of the ‘authority on... frequently have a liberalizing effect. Since liberaliz~ 
ing, in this sense, is providing freedom from the constraint of error Of 


inki ; ts 
erroneous thinking, we see another connection between our concep 
‘freedom’ and ‘authority’, 


AUTHORITY: RESPONSIBILITY: FREEDOM 
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well as himself, it must be a wise one. Once more we are back in the realm 
of rational morality. 

But desirable though the freedom from absolutes may seem, it has been 
bought at a price. Absolute authority and unquestioning obedience to that 
authority provide individuals and societies with a tremendous feeling of 
security. Because the power of Rome was absolute, the Apostle Paul could 
claim before the Emperor: ‘Civis Romanus sum’ (I am acitizen of Rome). He 
was secure, because he owed allegiance to this supreme civil authority. 

Man has rid himself of the absolute submission to the religious demands 
of the Church and accepted the responsibility of moral behaviour, which 
can be justified in the light of reason. Yet Jung could say that of the 
patients who came to him with mental disorders, all those over the age of 
thirty-five had one thing in common; they lacked any religious belief, the 
recognition of any religious ‘father-figure’ or ‘authority-figure’ to provide 
Security in their lives. Jung attributes their mental disorders to the so-called 
freedom from such allegiance which progress and advances in civilization 
had claimed for mankind. It is for this reason that many claim that there is 
truth in the statement about the subservience of man to God, ‘whose service 
is perfect freedom’. For this reason also, the Jesuit writer Lafarge was able 
to say: ‘The highest form of liberty is a response to the ultimate love which 
1s the source of the world’s being, and is the finality of the world’s develop- 
Ment.’ For this reason also, Erich Fromm (19) is able to speak of man’s 
fear of freedom’. Release from the constraint of authority is most attrac- 
tive, while one is seeking to obtain it. Once it is obtained and the corre- 
Sponding responsibility assumed, a man often wishes to return to his 
former state. The adolescent wishes to be free from parental authority, and 
the law has recently said that he may now be so free at eighteen instead of 
twenty-one. Yet, once free, he finds that he enters a strange world of 
Uncertainty for which he is ill-equipped. He seeks escape not from the 
Constraints of society, but from the responsibility which society demands as 
the price of his freedom. ; " 

What is true of the individual is true of the race. Emerging nations, 
Wishing to free themselves from foreign domination, frequently turn and 
rend one another in their perplexity after freedom has been obtained. The 
hated authority goes, but the stability of government which produced a 
desirable security goes with it. It is one thing to claim that reason is a much 
better master than absolutism. It is quite another thing to be sufficiently 
Tesponsible to regulate one's life strictly according to reason. Once the 
Constraint of ultimate authority is removed, all those preferences, biases, 
and prejudices, which are part of our irrational self", take over, often with 


disastrous effects. 


Nor does having authority as a teac: 
both to our pupils and to society. Society recognizes that, as the result of 


her absolve us from responsibility 
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specific training and education, certain people are worthy of the status of 
teacher. But, in return, the society which awards the status makes strict 
demands about the way the teacher behaves. There are those who claim 
that, in these terms, the teacher has very little real freedom, that he is 
'socially conditioned' to act out a certain role (20). 

The teacher has a responsibility, too, towards those whom he teaches. 
Under an absolute system, a set body of knowledge is to be taught to all 
learners. The aim is merely to expose every individual to the same corpus 
of knowledge. They are not required to interpret it, only to accept it. But 
when the educational reformers demanded freedom for the individual 
child to receive teaching which was appropriate for him, a demand made 
on the authority of the psychological recognition of individual differences, 
the role of the teacher was changed. Once it was accepted that some chil- 
dren were culturally deprived, deprived of mother love, or deprived of 
material necessities and emotional stability in the home, the responsibility 
for filling these gaps was laid firmly on the teacher. 

For this reason, the transition from the authoritarian role to his new role 
must be made in accordance with the demands of reason. Many (alas, 
too many) new approaches and new methods are not so justified or 
even justifiable. It is not sufficient to allow the child to *do as he pleases 
entirely' because he was once compelled to *do as he was told entirely’. To 


adopt a policy of laissez-faire in education may be to abdicate as an 
educator (21). 


AUTHORITY AND FREEDOM 


$ we said that we would examine the concepts ‘free- 
dom’ and ‘authority’ Separately, and then consider the relationship between 
we began our analysis of authority, that it 
on with freedom, namely that there was no 


Some pairs of authorities and 
which we ourselves have made. 
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D 
EPENDENCE OF MAN ON AUTHORITIES 


pies, s 'authority of work’ and the ‘freedom to play’, Nash makes 
Meier important points. He states that every man is remarkably 
su as dee eg authorities. One who goes into a liberal profession, 
teaei T or teaching, has been dependent on his parents, his 
n ciency E ia s some other person or body of people for a quarter of 
general n. ae 3 we of the normal human life span. Moreover, man in 
other species Pa onger period of individual and social infancy than any 
vitious ek AS infancy’ can be defined as ‘a period of dependence on 
total li orities , man is dependent for a much larger proportion of his 
- ife than is any other creature. 
P bol oa man reaches adulthood and the independence of parental 
is hot sud and constraint which earning a living and marrying provide, he 
in Mri an free. He is constrained to submit to the authority of work 
life. On] gf apie for himself and his wife and children the necessities of 
in teens ter making such provision, if he is responsible, is he free toindulge 
Th € pursuits of his own choosing and for his own satisfaction. —— 
th € more a man or his family desires in the way of material prosperity, 
P. more he must earn. The more he must earn, the more he must submit 
'mself (thus sacrificing freedom) either to the work bench, if he is a 
rra Worker, or to the demands of increased responsibility, if he is a 
vene worker. We have already touched on this basic problem when 
iscussed ‘ego-involving’ occupations in relation to liberal education 
(Chapter 8). 
In underdeveloped countries, the individual is even more dependent than 
we es in developed societies on providing the necessary life. He 
> | has to obtain the security in this area which, in other societies, advances 
in science and medicine have produced. In advanced societies, the indivi- 
dual is more inclined to be able to submit himself to the demands of the 
Comfortable life. 
In the area of schooling, Nash suggests that we must make the process a 
Tuer combination of dependence and independence not only by what we 
‘each, but by the way we teach it. He believes that it is the duty of every 
School to see that both work and play are truly liberating for the individual 
learner and for the total society of the school. By his so doing, the pupil will 
be enabled to submit to the authorities and avail himself of the freedoms 
Which society provides, when he leaves school. We see in this statement yet 
another interpretation of liberal education. eee 
However, we cannot dispense with the authority of institutions in 
Society. Only on the authority of the Church and the school can we develop 
the freedom for individuals to think, teach, and learn. These institutions 


t 
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are part of the unifying influence of society. They are the things which ae 
society that basic stability which is necessary, if we are to be able to fe i 
free to explore, to make innovations, to try new experiences. Only becaus 
of the security provided by past knowledge and past cultural achievements 
can man experiment and develop new experiences in the present. Unless 
there is a basic framework within which to operate, innovation becomes 
trial-and-error behaviour. Without a clear purpose to the teaching and 
learning of the past, there can be no clear aims and purposes in icr 
experiment. Without the stability which established values give, it is futile 
to seek to discover new values. The authority of the past sets a framework 
of security for the freedom of the present. ; 
For these and similar reasons, we must appreciate that, just as there is a 
connection between authority, freedom, and responsibility, so there 
is a connection between authority, freedom, and discipline. The 
important point to remember is that the authority must come first. We 
must have discipline in order to have our freedom, since freedom develops 
out of and through discipline. Discipline is not a constraint placed upon 
freedom. . 
The importance of this last sentence cannot be too strongly emphasized. 
When there are protest movements, such as the one of child-centred educa- 
tion against formalism, there is often a feeling of resentment, a belief that, 
if men had only thought aright years or even centuries ago, there would 
have been no need for protest now. It was the very fact that men did think 


wisely, at that particular time, that allows the carping critics to make such 
remarks now. 


AUTHORITY BEFORE FREEDOM: UN 


IFYING AND STABILIZING ROLE 
OF AUTHORITY 


Consideration of the remainder of the pairings of freedoms and authorities 


will illustrate this point. In each case it will be 
ted to use authority as the ‘unifying agent’, after 
any of the areas mentioned, would have been 


work of discipline, each individual i 
out danger to the rest. 

So it is that on the authority of the group, 
dom to become himself. ; on the authority o 
the freedom to enjoy the equality of Opp 


each man is granted the free- 
f excellence, men are granted 
ortunity; on the authority of 
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determinis j 

m man enjoys the freedom to cho ; i i 

i : ose; on the authority of tradit- 
on we enjoy the freedom to create. 


AUT 
HORITY AND FREEDOM — THE BALANCE 


T 4 

degrees paar e is to discover the ideal point of ‘balance’ between 

reproduce the nee a If we move too far in either direction, we either 

Staan in wks Aine constraining position’ of ‘authority’, or 

Bux depscarh c aspi , not 'freedom', emerges and, with eac 

folgenden e pleases, a secure, authoritarian state of affairs degenerates 
y. 


create a 
h indivi- 


AU ; 
THORITY: LICENCE: LACK OF BALANCE 


ublic (23). After describing the perfect 


P ; 
lato appreciated this in The Rep 
nd the aristocrat, Socrates 


state 
nias, the perfect man as aristocracy à 
es the other four states and their equivalent type of man. Each state 


rests on i à n á 
Sian n its own particular authority. Each emerges, reaches its peak and 
es, because of faults which are inherent in it. This was a favourite 

re stories of men who, 


shins the Greeks. Their great tragic plays à r 
thea ey became prosperous, submitted themselves with due respect to 
Md uthority of the gods and of fate which governed everything and every- 
he us But, once a man had begun to enjoy prosperity, he began to feel that 
tlie ig free from such restraining authorities. He became so obsessed with 

eeling of power which his material success gave to him, that he felt free 


t E REUS 
x do as he wished. He felt free to avoid that Greek motto (which is a state- 
ent of the need for ‘balance’), meden agan, ‘nothing in excess’. 

k of fortune before Nemesis or 


: 2m individual was carried to a high pea r 
etribution intervened. ‘Pride’, as the proverb of a later day had ii, ‘went 


before a fall’ (24). Because the gods hated the sin of pride, they cast the 
successful man down from the pinnacle of his fame to the depths of 
ignominy. From this there grew up à saying: ‘Whom the gods wish to 
destroy, they first make successful’. They freed him from their authority so 
that he might indulge in licence and anarchic behaviour, and destroy 


himself. 
The only ultimate freedom fro 


Tecognition of the ulti 
e ultimate power o $ ; : 
to the point which we made about authority coming before its particular 


freedom, and remaining, even when the freedom is established, as the 
ultimate ‘frame of reference’ for that freedom. Such authority is not a 
Straitjacket which denies room to manoeuvre and initiative. On the other 
hand, to assume that one can ridicule authority in the name of freedom is à 
denial of freedom, because it cannot be justifie 


m authority for the Greeks was the 
f authority, which is basically similar 


d in terms of reason. 
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Thus, Socrates saw that aristocracy was the ideal state, but its m 
became its weakness and began its decline. In an aristocracy (the Gree 
word means 'rule by the best") those who were distinguished by birth eis 
the rulers. This state declined when people demanded distinctions other 
than birth as'the freedom to become members of the governing body. i 

The Greek word for honour is timé, and the rule of those distinguishe 
by honour other than birth is timocracy. If the type of honour envisaged is 
academic distinction, one has a ‘meritocracy’ as in modern society. But, in 
the Socratic sense, the honours which distinguished the timocratic man 
wese more tangible than intellectual merit. X f 

Itis this tangible nature of the honour which is the seed of destruction o 
timocracy. Certain members of the governing body (the authorities) begin 
to equate honour with possession of property. Instead of devoting their 
energies to acquiring the traditionally accepted honours, they expend their 
energies on acquiring property which becomes the symbol of authority. 
Those who possess the Property become, in their turn, the governing body. 
The authority has changed its nature and its aims, and the freedom to enter 
is limited to the few on the criterion of possessing property. : 

Thus ‘oligarchy’ (rule by the few) replaces ‘timocracy’. Moreover, while 
the few (the authorities) have been acquiring their property, they have been 
widening the gulf between themselves and those whom they govern. The 
State becomes a thing of two classes, the rich and the poor. The rich look 
down on the Poor because they lack the freedom to enter the sanctuary of 
authority through lack of Property qualification; the poor hate the oli- 
garchs, since their criterion of Possessing property denies freedom to the 
masses. 

The underprivileged (and lack of privilege is a kind of denial of freedom- 


the freedom to be the Same as other men), unable to challenge the supreme 
authority in any other wa 


Stage, the actions of b 
impossible. After expelling 
selves as the new authority i 


is arbitrary, irrational, s 


purely on a selfish basis. 


. ee " H S 
Eventually, one individual, more licentious, unscrupulous, and perhap: 
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more physically powerful than the others, irrationally imposes his will on 

the others. Equally irrationally, he attempts to control the behaviour 

of the rest by constraint. His own position of authority depends on his 

constraining everyone else’s freedom, and the only solution is total sub- 

mission to his will, to his absolute authority, or the overthrow of his 

ME by the irrational solution of force. Democracy has now become 
ranny. 


THE TEACHER AND THE BALANCE BETWEEN AUTHORITY AND 
FREEDOM 


The ideas presented above might almost be called a ‘parable’ of freedom 
and authority. It illustrates how easy it is for the authority to become 
untrue to itself, to move from a tenable position and become authoritarian 
In order to maintain its authority. It also shows how easy it is for the forces 
which attempt to modify any authority to fall into the same traps, to be 
Constrained by erroneous thoughts and actions just as the previous authority 
Was. At the very moment when it seems that the ideal situation has been 
achieved and every man has the freedom to act in accordance with his own 
Choice, we are closest to tyranny, despotism, and the restoration of a single 
absolute to which all must submit, since all cannot be allowed to behave 
in a licentious and anarchic way. The only end of such behaviour is total 
destruction of society and the end of freedom for everyone. 

We have said that the balance between freedom and authority, even 
when the authority is well-meaning, is a delicate one. Nowhere is this more 
true than in the case of the teacher and the content and method of his 
teaching. We began this book with a promise that any philosophizing would 
always be related to the practical task of teaching. It is fitting that we close 
this section on freedom and authority, and with it the book, with a passage 
from Nash, in which he applies what we have said about the need for 
balance and the delicacy of such balance between freedom and authority, 
to teachers themselves, their aims and methods: 


‘If the teacher provides too much guidance and leadership, if he tells the 


Pupil everything he needs to know, if he exercises an decedens 
weighty authority, the pupil is liable to find himself on a path wi a 

sun in his eyes, blinding him and preventing him from picking out the 
route for himself. On the other hand, if the teacher gives no guidance or 
leadership, if he tells the child nothing, and makes him find his own 
Way unaided, the child finds himself on the same path, this time 
in total darkness, without even the minimal light necessary to see his 


way.' 
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NOTES AND REFERENCES FOR CHAPTER 13 
1 For bi-polar personality factors, see Assessment and Testing : An Introduction, 
op. cit. 
2 Authority and Freedom in Education, P. Nash (J. Wiley 1966). 
3 Groundwork of Educational Theory, J. S. Ross (Harrap 1942). 
4 Freedom; A New Analysis, Maurice Cranston (Longmans, Green & Co, 
1955, 2nd edn 1967). i 
5 Sentences can be divided into 'simple' and ‘complex’. A simple sentence is 
one in which the main idea of the writer is expressed in a main clause only. 
Complex sentences contain subordinate (dependent) clauses in addition to 
the main clause. 
6 Duns Scotus (1270-1308) was a Franciscan, born in the later years of 
another famous Franciscan, Roger Bacon (1214-1294), who was roughly 
contemporary with Thomas Aquinas. Duns Scotus attended the universities 
of Oxford and Paris, where he defended the doctrine of the Immaculate 
Conception (Virgin Birth of Christ). He entered into dispute with Thomas 
Aquinas. Most of the Franciscans sided with Duns Scotus rather than with 
Aquinas. ‘Scotus’ Suggests that he was born in Scotland, but there is an 
alternative theory that his birthplace was in Ireland. 
Hobbes (1588-1679) is described by Russell as difficult to classify as à 
philosopher. He was an empiricist, like Locke, Berkeley, and Hume, but 
unlike them he had great respect for both pure and applied mathematics. 
He was also a political philosopher and his famous work Leviathan is an 


expression of extreme royalist opinions. It also contained a bitter attack on 
the Catholic Church. 
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as also considerable, and the young Karl Marx 
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oe Republic, W. E. Heiland (Cambridge University Press 1909); 
1911) istory of Rome, W. E. Heitland (Cambridge University Press 
The senate of Rome was like the American Senate and the English Parlia- 
Fig han all its members were from the patrician (aristocratic) 
edad in the fourth century the plebeians (common people) were 
cate to membership. It could not pass laws, but it issued senatus 
Meis (decrees of the senate). It administered finances, appointed pro- 
iwi: assente supervised the state religion. In later Republican times, 
Gane mposed largely of ex-magistrates. Julius Caesar increased the 
imber of senators from 300 to 900, but Augustus subsequently reduced 
this number to 600. 
viuum Superbus (Tarquin the Proud) is reput 
"a g of Rome. The historian Livy deals with this period. It is thought that 
rquinius was an Etruscan, a member of an Italian people about whom 
comparatively little is known. Legend has it that Tarquinius was over- 
noe by his nephew Brutus, who became consul and subsequently sanc- 
peti the death of his own son for attempting to restore Tarquin to the 
reo of Economic and Social Organization, 
arsons (Hodge 1947). 
(he Roman Republic came to an end with the victory of Octavian in the 
Civil war following Julius Caesar's assassination. Octavian subsequently 
became the emperor Augustus. He was born in 63 B.C. and died in A.D. 14 
and was the Caesar Augustus of the Gospel narrative of the birth of Christ, 
When he ‘issued a decree that all the world should be taxed’. ; 
he word mores is now a sociological term meaning a pattern of behaviour 
or living of a given group. This behaviour (or living) pattern becomes 
Characteristic of the group, and is passed on from one generation to the 
Dext. It thus becomes virtually traditional for that particular group. 
is piece of ancient legislation is always referred to as "The Law ofthe 
€des and Persians, which changeth not’, because the authority and power 
Of the legislators was such that it seemed impossible for them to be a 
Sige For a similar idea of permanence, see the address to the king in te 
ook of Daniel — ʻO King, live for ever’. 
Fear of Freedom, Erich ESSA (Routledge & Kegan Paul 1942). See also 
Escape from Freedom (Holt, Rinehart & Winston bey 
indi elis Maud igi persona ife Lp eu and Testing: An 
: ividuals play out on the stage of life, see ended ole theory’ see 
LAMdiiei uid op. cit. For a discuss! L. Mr (Harper International 
S -preting Personality Theories, Le 
Piera, Reprint 196%); ‘hi acteristic 
oe gn see 2 o nus qu in philosophy) was lack of dog: 
ole of the Liberal Mova scertain and that the rational 


matism, Locke felt that truth was difficult to a é 

ic, si was in 

and reasonable man could not therefore be dogmatic, since there ae i 
bt. This attitude is the opposite of t 

i tion, and with 


Most things an element of dou tuc 

authoritarian attitude. It is linked with religious Ah a e right of 
laissez-faire (or a policy of non-interference) especially 

Others to their own views and opinions. d 3 

i th the 

In the nineteenth century, laissez aire was a concept linked with th 
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Max Weber, ed. Talcott 
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22 


24 


concept ‘socialism’ and ‘utilitarianism’. Economic laissez-faire believed x 
any artificial interference with the laws of supply and demand age? : 
harmful, a belief accepted by capitalists, since it was in their interests. Bu 
socialist thinkers believed that the doctrine was positively harmful to the 
masses (the workers). Machinery was more efficient than manual m 
and could replace it, thus presenting a dire threat to the security of Ue 
workers. Laissez-faire perpetuated those evils which were eventuali 
stamped out by such measures as the Factory Acts, Trade Board Acts, an 
Shop Hours Acts, which were aimed at preventing worker exploitation. 
In educational terms, laissez-faire is dangerous, since it is an underlining 
of that form of naturalism which we criticized in Chapter 4. It is a belief in 
non-intervention in the natural development of the child. In later Mcd 
e.g. when we spoke of freedom and discipline and Herbart's view that the 
teacher must control the child's experiences in the child's own interests, We 
had further evidence of the dangers of extreme forms of non-directive 
education, 
Authority and Freedom in Education. See 2 above. 
The Republic of Plato, Book 8. 
The sin of pride is represented b 
into English usage like the word 
use to mean common sense, or i 
is pride which leads to insolent 


y a Greek word Aybris, which has passed 
nous (the Greek word for ‘mind’) which we 
ntelligence in its loose, lay meaning. Hybris 
behaviour against authority. 
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It would be strange if no further reading of books on philosophy were 
recommended, but it would be almost equally strange if only books on philo- 
Sophy were recommended, since we said at the outset and saw throughout this 
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than it ought to be, a point which we have made in the presen hiloso hy ànd 
emphasize, as we do, the close functional relationship been eig philo- 
Practice in education, and the need to see, in perspective, is 5 r 
Sophical, social, and psychological foundations of educa dr 1966) 
Brown, L. M., General Philosophy in Education (McGravy- A while Part 2is 
Part 1 of the book is entitled ‘Tools of Critical Thinking , 1 Rust s 
"Problems in Philosophy Relevant to Education - TE pipe ee ni 
also useful, since it discusses the relevance of general philosophy for education 


278 | The Philosophy of Education 


s to answer the key question, ‘Is philosophical inquiry in education 
eee Kun The authors indicate both the strengths and the weaknesses of 
uiry. 5 na 
ES CD. Truth and Fallacy in Educational Theory (Cambridge University 
1942), à 
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The Philosophy 
of Education: 
An Introduction 


There are many students in Colleges, Institutes and Departments of 
Education who find the ‘philosophy of education’ difficult, because they 


he basic essentials of general 
Philosophy. This deficiency makes it difficult for them to understand 


philosophy of education. Such 
difficulties deter them from pursuing the subject. 


ng tendency to introduce courses 
in the philosophy of education for more and more students in teacher 
training establishments. The inclusion of the subject in B.Ed. and post- 
adi it essential to have available a 
t er the modern approach to philos- 
phy without bewildering him with a mass of "technical jargon', none 

) of which is explained to him. 


‘It begins by asking the basic ques 
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